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ABSTRACT 
PARENT AND TEACHER PERCEPTIONS OF WAYS TEACHERS WORK WITH THE 
PARENTS OF THEIR STUDENTS 
FEBRUARY 1996 
ROBERT R. PUTNAM, B.A., UNIVERSITY OF MASSACHUSETTS AMHERST 
M.Ed., UNIVERSITY OF MASSACHUSETTS AMHERST 
Ed.D., UNIVERSITY OF MASSACHUSETTS AMHERST 
Directed by: Professor Robert L. Sinclair 
This descriptive study examined the current practices used by two hundred and 
twenty-seven elementary school teachers in 23 demographically different schools across the 
United States to work with the parents of their students. The examination of the 
perceptions of selected teachers and parents towards the effectiveness of specific ways that 
teachers work with parents was an additional objective of this research. Further, parent 
and teacher recommendations for improving parent and teacher collaboration were 
considered. 
It is the responsibility of schools to ensure that all children of all families have the 
opportunity to obtain a quality education. Unfortunately demographic and social changes 
have made it increasingly difficult for schools to meet that responsibility effectively. 
Educators are being forced to examine alterable school and nonschool conditions that will 
help them meet their responsibilities to create more effective schools. 
Attention has been turning toward the practices teachers use to encourage a parent's 
involvement in his or her child's education. The practices teachers use to communicate, 
inform, and influence parents can have profound effects on a parent's attitudes and actions 
towards working closely with teachers to help youngsters learn well. To understand the 
factors that affect parental involvement it is necessary to identify the types of practices 
v 
teachers currently are using to involve parents in their children’s learning, and examine 
how the parents and teachers perceive those practices. 
The data seem to support a five major findings. First, the data show that written 
communications, conferences, telephone calls, involving parents at school, open houses, 
workshops, homework and home visits are categories that account tor most ot the ways 
teachers report working with parents. Second, parental involvement practices are more 
likely to be used in early childhood classrooms. Third, there are differences between 
teacher leaders and the other teachers in this study. Fourth, teacher leaders reported high 
levels of personal efficacy. Fifth, teacher leaders and their respective parents share 
markedly similar perceptions about the practices used by these teachers. 
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CHAPTER I 
INTRODUCTION 
Statement of Problem 
In a democratic society, educators have the major responsibility 
of ensuring that the opportunity to obtain a quality education is 
made available on equal terms to all youth of all families. 
(Sinclair & Ghorv. 1992. p. 33) 
The number of American students who are considered to be at risk ot school failure 
has been increasing over the last several years (Levin. 1989). Unfortunately, increasing 
numbers of students are not successful at learning what the schools are expected to teach. 
Popular and scholarly speculation frame this problem in terms of the sociological and 
economic factors that have wrought profound changes in American society over the past 30 
years. Some observers have characterized these changes as a rending of the loose knit 
fabric of home, schools, religious institutions, and a variety of other community based 
educative environments that previously worked together to educate our country s young 
people (Boyer, 1991; Comer, 1985). 
As the fabric of our society changes, growing numbers of families report 
difficulties in finding gainful employment that enables them to provide for their basic 
human needs. The result is that perilously high numbers of children are growing up 
without adequate health care, without supportive families, and in otherwise impoverished 
circumstances that may affect their abilities to develop into independent, successful learners 
(Boyer, 1991). Many families are experiencing difficulties learning to adjust to a changing 
society in which community is no longer a geographic entity, in which hard work is no 
longer a guarantee of success, in which families are increasingly fragmented, in which 
economic necessity prejudices the outcome of the traditional struggle between work and 
family obligations, in which hope and faith are difficult to sustain. 
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Increasingly, schools are being asked to assume responsibilities previously met by 
families, religious institutions, and other social agencies. However, it is important to 
recognize that schools cannot adequately assume those responsibilities, nor would it be 
appropriate for so much responsibility to be centered in one place. Rather, educators must 
help connect school and non-school settings in such a way that the creation of conditions 
for learning is a shared responsibility. Educators, by working to connect these educative 
settings, may improve the educational opportunities for all children. 
The crucial relationship of home and school environments has come under 
increasing scrutiny as practitioners and researchers recognize the accumulating evidence 
pointing to the importance of the family's role in the education of children (Leichter, 1974; 
Rich, 1985) and the degree to which the home environment contributes to the success of 
children in school (Coleman et al., 1966; Epstein, 1983; Epstein & McPartland, 1979; 
Maijoribanks, 1979; McDill & Rigsby, 1973). Much of this research focuses on the effect 
of home environments on children's school achievement. A positive connection seems to 
exist between a family's involvement in its children's education and that student's success 
in school. 
Epstein, in an attempt to organize this thriving research agenda, advances the term 
"school and family partnerships" (1992) rather than "parent involvement" or "home- 
school relations" as a conceptualization of the relationship for two reasons. First, school 
and family partnerships recognizes and emphasizes the responsibility of both institutions 
for the effective education of young people. Second, it recognizes the increasing diversity 
of American family composition and the potential influence of all family members, not just 
the parents. 
Research suggests that the establishment of more effective school and family 
partnerships may provide a promising direction for educators to pursue as they help all 
children gain a quality education on equal terms (Epstein, 1988, Gordon, 1979, 
Henderson, 1987; Rich, 1988). It has been suggested that the preschool and elementary 
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grades are especially important periods in the development of effective school-family 
partnerships (Epstein, 1992). During the first years of a child's formal education, patterns 
of communication and interaction are established between families and schools that can 
greatly atfect the subsequent relationship between parents and teachers. 
While educators often advocate the creation of school-family partnerships, the 
implementation of these partnerships proves problematic (Epstein, 1992; Henderson, 1987; 
Lareau, 1989; Lightfoot, 1978). Some studies indicate that parents and educators have 
differing conceptions of the roles parents should play in schools (Leler, 1983; Phillips, 
Smith, and Witte, 1985; Sasser, 1991; Williams & Stallworth, 1984). These studies 
indicate that parents are willing to participate in many aspects of public education, but that 
there is a reluctance on the part of educators to involve parents in substantive ways. 
This reluctance has been noted in other studies. Sociological studies of teachers 
(Waller, 1932, Lightfoot, 1978; Lortie, 1975) have observed that although it seems that 
schools and families should be natural allies, they are in fact often adversaries. A more 
recent conceptualization of the relationship between schools and families (Epstein, 1987) 
describes conflicts as emerging from the overlapping spheres of influence that each party 
has within the social structure of society and from the particular behaviors individuals 
manifest in the maintenance of those spheres. These theoretical perspectives help to direct 
our attention towards potential impediments and promising approaches to the establishment 
of effective school and family partnerships. Educators who strive to establish positive and 
lasting connections with the families they serve must increase their basic knowledge about 
the creation of partnerships, particularly with the families of students who have difficulty 
benefiting from what schools have to offer. 
The fundamental element of any partnership is the relationship between two or more 
people. In this case the heart of a school-family partnership is the relationship between a 
parent and a teacher. To understand this crucial relationship it is necessary to identify the 
types of interactions the two parties are involved in. In the course of their jobs, teachers 
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make a variety of contacts with the parents of their students. They inform parents of 
student progress, they make requests for particular parental actions, and they inform 
parents ot school events. The form and content of these teacher initiated contacts can affect 
the quantity and quality ot parental responses to such contacts. Therefore, it is necessary to 
identify the variety ot ways teachers work with the parents of their students in order to 
understand the conditions that affect this crucial and important relationship. 
Furthermore, it has been said that the relationship is difficult to explain unless one 
understands the meanings that are constructed and attached to that relationship by the 
individuals involved (Schutz, 1967). Increasing our knowledge of the interactions and the 
perceptions of those interactions that partnership participants report can enrich our 
understanding of the process. Greater understanding may contribute to the future 
development of effective partnerships and consequently to the creation of an educational 
environment that offers all students a greater chance of success in learning. 
Purpose of the Study 
This descriptive study endeavors to gain more insight into the current practices and 
perceptions of a particular group of elementary school teachers. The study grows out of 
the work of the National Coalition for Equality in Learning, an organization of 87 schools 
located throughout the United States. The central concern of the Coalition is ensuring that 
all children have an equal opportunity to obtain a quality education. The crucial issues 
surrounding access to learning are the central focus of the ongoing work of the Coalition. 
It is hoped that the data generated by this study will assist in the ongoing efforts of the 
Coalition and in the planning of future action. 
The purpose of the study is threefold. First, various ways that National Coalition 
kindergarten through third grade teachers work with parents of their students will be 
determined. Second, the similarities and differences in the perceptions of teachers and 
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parents toward the efficacy of various school and family collaborations will be reported. 
Finally, suggestions lor improving the ways teachers and parents work together will be 
advanced. 
Specifically, three research questions guide this study: 
1. What are the various ways K-3 teachers work with the parents of their 
students? 
2. What are the similarities and differences in the perceptions of teachers 
and parents toward the efficacy of various ways that teachers work with 
parents? 
3. What do teachers and parents suggest as priorities for improvino school 
and family partnerships? ° 
Definition of Terms 
For the purpose of clarity, certain terms require definition as to their intended 
meanings. This section defines terms that are used frequently in this study. The purpose 
of these definitions is to inform the reader of the perspective and assumptions of the writer. 
Efficacy: Efficacy is defined as the capacity for producing the desired effect. In 
this instance efficacy refers to the degree to which various practices obtain their desired 
effects. 
K-3: K-3 is the designation given to the elementary levels of kindergarten, first, 
second, and third grade. These early grades often are differentiated from the upper grades 
by the appelation early elementary. 
Parent: For the purposes of this study, a parent is the individual who acts as the 
primary care giver for the student and who acts as the representative for the family in 
dealing with the school and the teacher. 
Parental Involvement: Parental involvement is the active involvement of a child's 
parents or primary care givers in the school activities and educational development of that 
child. This involvement can take place in the home, the school, or both locations. 
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School and Family Partnership: School and family partnerships are the systematic 
yet flexible integration of the school and home environments for the purpose of children's 
learning, development, and success. This term emphasizes the shared and sometimes 
overlapping responsibilities that each institution has for the education of children. It also 
acknowledges the variability of family composition and the potential for family members 
other than parents playing an important role in a child's life. 
This conception of school and family partnerships is based on Epstein's (1987) 
overlapping spheres of influence model of school and family relationships. This model 
can be represented pictorially as spheres that overlap or pull apart according to a wide 
variety of influences including interpersonal forces or institutional practices. Epstein writes 
that 
The extent of the overlap is affected by time - to account for changes in the 
ages and grade levels of students and the influence of historic change on 
environments - and by behavior - to account for the background 
characteristics, philosophies, and practices of each environment." (Epstein, 
1992, p. 1140) 
A further and vital aspect of the theory of overlapping spheres is the central role of 
the child in school and family partnerships. The model assumes that children's learning, 
development, and personal success is the reason for the partnership and that the child is an 
active participant. The major thrust of the partnership is to surround the child with caring 
individuals who mutually reinforce the importance of learning. It is important for children 
to recognize that significant adults in their lives are coordinating their time and efforts to 
ensure conditions that will allow the children to grow and flourish. The recognition of the 
adults' efforts legitimizes the not inconsiderable risks and hard work that children must 
invest if they are to achieve their academic and social potentials. 
Teacher Leaders: This term was first used by Epstein (1986) in a study on the 
effect of teacher characteristics of practices of parental involvement. Teacher leaders are 
teachers who are unusual in the degree to which they utilize practices of parental 
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involvement. Epstein used this term in place of another term "committed teachers" which 
Becker and Epstein (1981) coined to describe teachers who made home visits, held parent 
workshops, engaged in community contacts, involved parents in the classroom, and held 
strongly positive opinions about parental involvement. 
Significance of the Study 
During the 1980's a quantity of data concerning both the desirability and the 
efficacy of school and family partnerships was produced (Epstein, 1992), but there has 
been little research directed to the process of implementing such partnerships. It has been 
suggested that the research agenda for the 1990s "must increase basic knowledge and help 
educators and families understand what their choices are for creating more productive 
partnerships, how to put specific practices in place, and what benefits or problems are 
likely to result from their investments" (Epstein, 1992, p. 1147). This study fits 
comfortably into that agenda. It is reasonable to assume that by identifying specific 
practices that teachers use, and the perceptions of participants of those practices one can 
increase the basic knowledge about this beneficial practice. 
This study is significant for several reasons. First, this study will provide a 
topography of various ways K-3 teachers and families work together. The description of 
practices currently in use in the selected schools across the United States will provide data 
for researchers, families, and teachers who are interested in the ways that parents and 
teachers work together. This study also is important to the educators in the participating 
schools because it will provide baseline data to better inform their efforts at establishing 
more effective school and family partnerships. Second, this study will provide data on the 
perceptions of families and teachers toward current practices of school and family 
partnerships. This data may provide insights into the perceived strengths and weaknesses 
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Ot current practices. It also may identify coinciding and divergent 
significant participants in the partnership process. 
perceptions of the 
Finally, this study is significant in that it attempts to gather the suggestions from 
two important participants on ways in which the design and implementation of school 
family partnerships may be improved to better address the needs of the participants. It is 
the contention of this researcher that this data, emerging as it does from two different 
and 
perspectives, may offer valuable insights into more effective methods of establishino 
partnerships. It is hoped that this project will enable researchers and educators to 
understand better the dynamics of this crucial relationship that is so important to the success 
of school and family partnerships. This study is important because through this 
understanding educators may be able to establish more productive school and family 
partnerships. 
Delimitations of the Study 
This is a descriptive study and as such it seeks to answer questions concerning the 
current status of a particular population. The population of the study is limited to the K-3 
teachers and parents of the 23 elementary schools participating in the National Coalition for 
Equality in Learning. These schools are located in eight varied settings across the United 
States. The schools differ in size, geographic location, age of physical plant, and degree of 
innovation in curriculum and instruction. The student population of the participating 
schools is diverse in ethnic and socio-economic backgrounds. Further, the teachers are 
varied in their experience and commitment to working with parents. No attempt, however, 
will be made to generalize conclusions beyond the faculty and families participating in the 
research. It is hoped that the data generated by this study will create a richly detailed 
topography of prevailing practice in the participating schools. It also is hoped that these 
data will be helpful to Coalition members as they continue their work of improving student 
learning. 
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This study focuses on the teachers and families of the K-3 elementary grades rather 
than later elementary, middle school, or high school. It has been noted that effective 
practices of partnership are developmental (Epstein, 1992). The experiences that families 
have \v ith school and family partnerships change over time. The early partnerships are 
especially important because they "establish patterns and relationships that encourage or 
discourage parents to continue to communicate with their children’s teachers in later years" 
(Epstein, 1992, p. 1144). Research (Dauber & Epstein, in press; Epstein. 1986; 
Stevenson & Baker, 1987) indicates that parent involvement is highest during the 
elementary years and then declines with each passing grade and level of schooling. It 
seems reasonable to assume that the study of this early period may yield interesting insights 
into the behaviors and attitudes that affect the course and direction of school and family 
partnerships in the upper grades. 
This study concentrates on the practices that individual teachers employ in working 
with families. Policies and practices at the whole school level will not be examined except 
to the extent that they are mentioned by the teachers in the course of describing their 
individual practices. Sarason (1982, 1991) has written extensively on the obstacles facing 
those who seek to reform education. He has noted that policies instituted from the top 
down can face resistance from teachers. This study seeks to understand the practices 
teachers are using rather than to explore the extent to which teachers are following a school 
program to increase parental involvement. 
This study was conducted with survey questionnaires and interviews. There are 
certain limitations that must be considered regarding the methodology. First, self-reporting 
of practices does not mean that the practices are in fact carried out. There were no 
observations to verify teachers' reported practices. This problem is somewhat addressed 
by the fact that both teachers and families were interviewed about the efficacy of practices. 
It is hoped that some insights can be gained by an examination of the intersection of these 
two points of view. 
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A second issue of methodology is the question of credibility and trustworthiness. 
Readers who approach this study from the positivist point of view must not hold this study 
to the standards of the positivist paradigm (internal and external validity, reliability and 
objectivity). Rather, as a naturalistic study, it must be held to alternative criteria. Lincoln 
and Guba (1985) have addressed the assailability of naturalistic studies and suggested that 
"truth value," "applicability," "consistency," and "neutrality" be used as criteria forjudging 
the trustworthiness of a study. This study will strive to meet the criteria appropriate to the 
methodology used to answ er each research question. 
The unique circumstances that special education students pose for school and family 
partnerships provides many interesting questions for researchers. However, this study will 
not be looking into those aspects of school and family partnerships. 
Finally, this study strives to understand the practices and perceptions reported by 
parents and teachers in their efforts to work together. To that end, this study is limited to 
the perspectives of parents and teachers. The perspectives of the student, other family 
members, and administrators, although vitally important to a thorough understanding of 
school and family partnerships, will not be considered in this study, but are topics for 
future research. 
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CHAPTER II 
REVIEW OF LITERATURE 
Introduction 
This chapter will present the theoretical approaches and the empirical findings that 
guided the development ot this study. This presentation will accomplish two purposes: 
first, the theoretical basis for investigating the relationship between teachers and parents 
will be explained; second, literature relevant to understanding the current status of research 
into parent-teacher relationships will be examined. The literature review will focus on the 
historical context in which the research emerged, parental involvement in education, the 
evolution of parent involvement programs, teacher practices, and the effects of parental 
involvement. 
Theoretical Foundations 
There are a number of theories that serve as valuable tools for helping us to 
understand the various connections between institutions and their constituent members. 
First, there are fundamental theories that explain the mechanisms that produce school and 
family partnerships. Second, there are specific theories that "explain the basic differences 
in philosophies and approaches of individual teachers and parents that produce more or 
fewer, shallow or deep family-school connections (Epstein, 1987, p. 123). Finally there is 
a conception of the family as an educational environment separate and distinct from the 
school environment. This section of the literature review will develop a conceptual base 
from which to understand the reported perceptions of the participants in this study. The 
following paragraphs outline the important theories about family-school interactions and list 
some of the writers associated with these perspectives. The literature review will carefully 
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detail these perspectives and descnbe the connections they have to current and 
approaches to school and family relations. 
past 
Symbolic Interactionism and Group Theory 
The two fundamental theories that describe the mechanisms whereby relationships 
are formed within institutions are symbolic interactionism and reference group theory. 
First is the theory of symbolic interactionism (Blumer, 1937; Mead, 1934; Stryker. 1992). 
This theory suggests that beliefs, values, personality, and self-concept are the result of our 
interactions with others. It suggests that we fashion our behavior in relation to our beliefs 
about how others perceive and anticipate our goals. According to this theory, expectations 
play a central role in shaping our social behavior. This theory is central to understand!!,* 
school and family partnerships in that the specific interactions between family members and 
teachers are important in determining the roles each party assumes, the behaviors each party 
manifests, and the expectations they have for each other. Further, it underlines the 
importance of interaction as a prerequisite to the establishment of more meaningful 
relationships between teachers and parents. 
A brief examination of the central tenets of Mead's writing on the subject of 
symbolic interaction reveals the elements that Blumer (1937) and, later, others drew on 
when developing the idea of symbolic interactionism. First, according to Mead's theory of 
social interaction we begin not with a single organism, but rather with a cooperating group 
of organisms. Individuals do not precede the group, but are created and defined by the 
group in which they are members. Consequently, individuals cannot be understood in 
isolation from the group to which they belong. 
We attempt, that is, to explain the conduct of the individuals in terms of the 
organized conduct of the social group, rather than to account for the 
organized conduct of the social group in terms of the separate individuals 
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'° '!• F°r social psychology, the whole (society) is prior to the 
terms of Ihewhol *' T',ihe Pu'",'° 'he whole; and the Par>is explained in 
1934 p 7) H he Wh° e ,n terms ot ,he Part or Parts- (Mead. 
This viewpoint is important when investigating the phenomenon of parent and 
teacher interactions. It is imperative to remember that parents and teachers come together in 
schools, but that they are not necessarily a part of the same group. They may in fact be 
from different groups that hold different values and have different norms. There is the 
potential for conflict between group norms of behavior. The establishment of productive 
ties between the two groups requires sensitivity on the part of teachers to the needs of 
parents. Careful attention to differences can allow teachers to establish a relationship that 
may, in time, bridge the differences between the two groups and allow the incorporation of 
the parents into the school group. 
A related idea in Mead's writing is the concept of interaction as being a form of 
communication. This concept is present in the most recent explanations of symbolic 
mteractionism. Stryker (1992) has described the important elements of the present state of 
understanding of symbolic interactionism. It begins with a conception of society: 
Society is a web of interaction: Society is interaction, the reciprocal 
influence of persons who, as they relate, take into account each others' 
characteristics and actions; and interaction is communication. Interaction is 
"symbolic", conducted in terms of meanings persons develop in the course 
of interdependent conduct. The environment of human action and 
interaction is symbolically defined: It is the environment as it is interpreted 
that is context, shaper, and object of action and interaction, and they act via 
the communication of these symbols. Society is a label aggregating and 
summarizing such interaction. Society does not exist; it is created and 
continuously recreated as persons interact. Social reality is a flow of events 
joining two or more persons. More than simply implicated in the social 
process, society and person derive from that process: They take on their 
meanings as these meanings emerge in and through social interaction. 
(Stryker, 1992. p. 2127) 
This conception of society, based as it is on interaction between persons who derive 
their individuality from that interaction, necessarily incorporates a view of human beings as 
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self conscious. Stryker describes it as "reflexive mindedness" r 
beings can and sometimes do take themsel 
and says that "Human 
ves as the object of their own reflection, thus 
creating selves, doing so from the standpoint of the others with whom 
p. 2127). This aspect of Symbolic Interactioni 
they interact" (1992 
of "role". 
sm is directly derived from Mead’s concept 
Teachers, parents, and students establish a "self" or an identity through their 
interactions in the schools. Each individual has a role and identity within the school. There 
is the understanding teacher who goes out of her way to help disadvantaged students. 
There is the disciplinarian teacher who is fighting a rearguard action against modem 
permtssiveness. There is the parent who volunteers for everything. There is the problem 
parent who finds fault with every effort of the school. Individuals conceive of themselves 
and are perceived by others according to the identities they have developed through their 
interactions with the school. These identities are a product of interaction and can therefore 
be influenced by changing the form and content of the interactions an individual has with 
the group. Identities can be affected if the character of their interactions is changed. 
Reference Group Theory 
The second theory to explain the mechanisms that create relationships is the 
reference group theory (Merton, 1968). This theory makes the case that there are important 
connections between esteem and interaction. It describes the degree to which individuals 
take others into account when making decisions. For example, teachers who include 
parents in educational decision making are recognizing parents as an important reference 
group. Those teachers are demonstrating the esteem in which they hold those parents. 
This can be helpful if both groups use each other as reference groups, but problems can 
arise if there is not reciprocity. Sometimes only the higher status group influences the 
behavior of the other. 
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These two theories about the mechanisms that build relationships provide a basis 
lor our understanding of the interactions between individuals. They provide a platform 
from which more specific investigations into the nature of the interactions between families 
and teachers can be launched. 
Theoretical Perspectives of Family-School Relmi^nc 
An examination of the literature on the relationship of schools and homes reveals 
that it often ts guided by theoretical perspectives that vary in emphasis and complexity. 
There has been a historical progression in the popularity of these perspectives that ties each 
of them to particular bodies of research, but all of the perspectives continue to influence the 
philosophies and approaches of parents and teachers as they go about the business of 
establishing school and family partnerships. Four major theoretical perspectives on family 
and school relationships are represented in the literature. These perspectives share a 
number of ideas but vary in the emphasis placed on specific directions. Epstein (1990) has 
categorized them in terms of their major emphases: 
Emphasis on separateness of families and schools 
Emphasis on Critical Stages and Sequencing 
Emphasis on Ecology and Embeddedness 
Emphasis on Overlapping Spheres of Influence 
(1990, p. 101-103) 
Each of these perspectives is based on assumptions about the roles and 
responsibilities that families and schools have in educating children and the nature of the 
connections between these two important institutions. The following paragraphs will 
identify these perspectives and their major advocates and assess the degree to which these 
perspectives serve to explain the phenomenon of school and family partnerships. 
The perspective that emphasizes the separateness of schools and families is a 
powerful and long-running conception. This view of school and home relationships was 
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outlined by Waller (1932) in his work on the sociology of teaching. Waller argued that a 
clear separation between schools and families was necessary to the healthy development of 
the child: 
But it would be a sad day tor childhood if parent-teacher work really ever 
succeeded in its object. The conflict between parents and teacher is natural 
and inevitable, and it may be more or less useful. It may be that the child 
develops better if he is treated impersonally in the schools, provided the 
parents are there to supply the needed personal attitudes: that is at least the 
theory upon which the school practice of our times is based. (Waller 1932 
p. 69) 
This separation of responsibilities and roles of schools and families also is seen as 
essential to the efficient and fair operation of the respective institutions. The two 
institutions are essentially different in their relationship to their constituent members. 
Public institutions must apply universalistic standards and judgments in their dealings with 
individuals while families apply particularistic, personal standards and judgments about 
their members (Parsons, 1959; Weber, 1947). 
The argument for separation between home and school has been made for quite 
different reasons also. It has been suggested that too often schools view homes as another 
site for education and parents as helpers in the dissemination of school knowledge. The 
result is the imposition of the moral and cultural agendas of the school on families 
(Bloome, 1988). Bloome, who argues from a socio-linguistic perspective, believes that 
this cultural imperialism may not always be in the best interests of the child or the family. 
Arguments in favor of separation of schools and homes also are heard from political and 
economic theorists who see the school as a tool used by the state to maintain the current 
distribution of political and economic power (Bowles & Gintis, 1976; Aronowitz & 
Giroux, 1985). 
The perspective that favors strict separation of homes and schools has been 
overwhelmed by calls for partnerships between schools and families in the most recent 
literature. Nevertheless, its continued existence, at least in the behavior of practitioners and 
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parents, seems to be indicated in a variety of research projects. Several researchers have 
examined the tensions resulting from the particularistic concerns of families and the 
universalistic concerns of teachers (Lightfoot, 1978; McPherson. 1972). It also has been 
observed that family members and teachers often view each other as stereotypes, develop 
unrealistic expectations for each other's responsibilities and roles (Leitch and Tangri. 1988 
Lareau. 1989; Sasser, 1991; Swap, 1990). 
The perspective that emphasizes critical stages and sequencing is based on a 
developmental psychological interpretation of school and home relationships. Hunt (1961) 
and Bloom (1964) argued that the early years of a child's life were critical to later academic 
and emotional success. The model that developed in response to these arguments was that 
a succession of individuals assumed responsibility for stages of learning at different 
periods in a child's life. It was assumed that the parents were responsible for the earliest 
and most critical stage of learning but that upon the entry into formal education educators 
assumed the major responsibility for the child’s learning and maintained that responsibility 
until the child reached the age where he or she assumed self-responsibility (Bloom. 1965; 
Kagan, 1980; Piaget & Inhelder, 1969). 
The third perspective that emphasizes an ecological perspective is based on an 
understanding of the inter-connectedness of the various institutions in which an individual 
is a member and the effects those institutions can have on the individual and the family. 
This perspective also examines the intra-familial processes that are influenced by the 
external environment. Simply put, human development takes place in multiple settings and 
conditions in one setting can affect circumstances in one or all of the other settin°s 
c? * 
Bronfenbrenner is one of the researchers who has defined the ecological 
perspective. He used the term "mesosystem" (1979A) to describe analytic models that seek 
to identify and examine influences operating between the different settings of a child’s 
development (home, school, church, sports). He uses the term "exosystem" (1986) to 
describe the many settings in which the parents live (work, clubs, organizations). These 
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inter-institutional interactions and the natural, nested connections between individuals and 
the.r groups create the complex environment in which school and family relations take 
place. 
The emphasis on ecology and embeddedness is grounded in the understanding that 
multiple institutions share the responsibility for educating children. It does no. dichotomize 
educanon into academic learning and socialization. Rather it assumes that families and 
schools pursue common goa|s. Some of the research examines the ways in which homes 
educate children (Leichter. 1974). Other research examines the interaction between 
schools, families, and communities (Litwak and Meyer. 1974). The ecological perspective 
attempts to examine the connections between individuals and the groups and organizations 
they belong to. 
Epstein (1987), in her review of the preceding perspectives, points out that they 
omit attentton "to history, student development, and the influence families and schools have 
on each other" (1987, p. 123). She proposes a model of overlapping family and school 
spheres that incorporates the previous omissions. Her model attempts to incorporate the 
previous perspectives into an integrated theory of family-school relations. It provides the 
researcher with a flexible framework from which to try to understand the often changing 
interactions between teachers and families. 
This final perspective, the emphasis on overlapping spheres of influence, is the 
most complex and comprehensive of all the perspectives. This perspective was offered by 
Epstein (1987) as the basis for research into the relationship between schools and families. 
Epstein s description of the model is clear and succinct: 
In this model, the key, proximate environments that educate and 
socialize children are shown pictorially as spheres that can, by design, 
overlap in their goals, resources, and practices. Within the external 
structure of overlapping spheres, the model recognizes an internal structure 
of interactions between and among the various members of school and 
family organizations in order to influence student learning and development. 
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extent of the^rl'in'Thf ‘hreC maj°r ,0rCeS that affeetthe contem a"d 
,nH ! , °'erlaP- 1 hese are (a) time - to account for chances in the toes 
;h"d °.r‘!de el"els ol the students and the influence of the histone penod (h) 
the phil°sophies policies, and practices of the family, and (c) the 
philosophies, policies, and practices of the school. (Epstein 1990 p 10?) 
In her initial desenption of the model (1987) Epstein had included just two spheres 
representing the school and the family. She has since expanded it to include community 
groups and peer groups as well (1988). While these four spheres represent the most 
important environments in which individuals grow and develop, an individual's 
relationship to these environments is a function of time, age, and grade level. Obviously, 
an infant spends a proportionately larger time with family than with peers, community, or 
school. As that infant grows the proportion of time spent within the different spheres 
changes. The traditional school entry age, grade progression, and vacation schedule 
usually dictate an expected pattern of separation and overlap between the spheres 
These four perspectives, the separate, shared, sequenced, and overlapping, have 
shaped the research literature in the field of school and home relations. These perspectives 
also have shaped the programs that have been developed to foster better home and school 
relations. 
Philosophies of Parent Involvement 
All models of school and family partnerships are based on certain philosophies. 
Sometimes the philosophies are explicit and other times vague. The need for understand^ 
& 
the underlying philosophies of parent involvement programs, particularly in urban settings 
has been addressed by Swap (1990). She has identified three different philosophies that 
shape parent involvement programs in urban sites and labels them: School to Home 
Transmission, Interactive Learning, and Partnership For School Success. 
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School ,o Home Transmission is based on (he premise that school personnel must 
take the lead in identifying the values and practices of the community and then ensure a 
degree of continuity between the expectations and values of the school and the community. 
Interactive Uaming is based on the idea that the school personnel will incorporate the 
values, history, and learning styles of the community into the fabric of the school and 
curriculum. In the Partnership for Success the model is based on at.itudinal and political 
shtfts toward a truly mutual respect and shared power. Swap (1990) clearly favors the last 
method as the most effective and gives Comer (1980) as an example. The work of both 
Davies and Comer seems designed to make 
connections between the philosophies and 
underlying values of public schools and the communities they serve, and to ensure the 
success of all children. 
The Family as an Educational Environment 
The family is the primary unit in biological and social continuity. Genetic and 
behavioral traits combine to create a unique environment from which the next generation 
emerges. The environment is conservative in so far as it preserves language, physical 
traits, knowledge, habits, talents, and deficits, but it also is generative in its response to the 
pressures of the larger society. The family almost always is the first educator of children. 
It is in the home that children develop language, the fundamental tool that will be the basis 
for their subsequent intellectual development. It is also where they will develop their initial 
attitudes towards work, achievement, self-worth, relationships, cooperation, competition, 
and a host of other things that will affect their subsequent development. It is essential for 
educators to understand the nature and process of this educative element if they are to 
address the needs of all students. 
Research has shown that the family environment is an important variable in 
children's academic performance at school (Coleman et al., 1966; Epstein, 1983; Epstein & 
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McPartland, l979:Jenks. 1972: Marjoribanks. 1979). Furthe 
shown that variations in home environments (socio-economic 
i more, related research has 
status and level of education) 
and in the types ot activities that families with higher incomes and more education en°a°e 
in have an atfect on a child's academic performance at school (Baker & Stevenson. 1986; 
Coleman 1987: Lareau. 1987). While these variables are shown to be powerful, the same 
research seems to indicate that practices of parental involvement can compensate for less 
income and less education. The crucial position of the home in education has been well 
summed up by Cremin when he wrote, "This is the real message of the Coleman and 
Jencks studies of equal educational opportunity, not that the school is powerless, but that 
the family is powerful" (Cremin. 1976, p. 68). 
Hope Leichter has devoted careful thought to the education that takes place within 
families. She argues that the home as an educative environment often may be distinct from 
other places of learning. Leichter (1985) cautions us against using the concepts we use to 
think about schools when considering families. She argues that, "If we are to understand 
adequately the rich and diversified education that takes place within families, it is vital for 
us to have concepts about families as educators that are formulated in family terms" (1985, 
p. 81). She goes on to describe the distinctive features, which will be discussed below, 
that characterize family education . An understanding of these distinctive features can 
provide educators with important insights into helping students in their school leamino 
& * 
Leichter identifies five distinctive activities in which education may be inherent 
(1985, pp. 86-87). First she describes family life as occurring in streams of multiple and 
parallel activities. Within any household the members often are involved in both 
interrelated and separate activities, such as chores, entertainment, play, and work. These 
activities have no formal time constraints and may continue for years. The activities are 
both self-initiated and imposed by the requirements of running a house. These patterns 
vary from family to family and often are different from one moment to the next. It is 
purposeful chaos that reflects the compromises among the individuals of the family. 
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Second, she points out that families change significantly overtime. A family with 
young children engages in different activities from a family with adolescents. The a«e 
composition ot a family greatly influences the activities that family engages in. 
Furthermore, over time the allocation ot time and resources undergoes sionificant chan°es 
in response to the evolving needs of the individuals. 
Third, families develop a common history that informs their understanding of 
external events. This common history produces common interpretations of events. These 
common meanings can have profound effects on the family's interactions with institutions. 
This common history also provides referents upon which family language is based. Forms 
of communication that are meaningful within the family but that may be unclear to those 
outside the family unit develop based on their shared history. 
Fourth, oral communication within families is wide ranging. Families cover all 
manner of topics in a variety of modes of discourse. The ongoing nature of dialogue 
allows the same topic to be discussed one time in a jocular fashion, later in a serious 
fashion. Oral communication also is present in the setting in which formal written 
communication takes place. 
Fifth, the family stands alone in the amount of control it can exert over educational 
activities. The family has control over the type of activities it allows its children to be 
engaged in. This control is not only present in the power to affirm or deny specific 
activities but also in the range of possibilities the family acknowledges as existing. 
Further, experience suggests that families blur the lines between teacher and 
student. Teaching and learning roles often are interchanged depending on the activity and 
who possesses the important knowledge. Over the course of time, parents will teach 
children, children will teach parents, and siblings will teach siblings. This changing of 
roles is important in that it confers power on the "teacher" and contributes to that 
individual's sense of place within the family. 
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Many conditions ot family learning stand in contrast to the conditions found in 
schools. The multiple streams of activity without time constraints in the home are very 
different tram the traditional whole class concentration on a single subject for specified 
periods of time that is found in most schools. The fact that the structure of the school day 
is essentially the same tor all grades from first through twelfth also presents a foil to the 
evolv in§ nature ot the home environment. The yearly adjustment to new teachers and new 
classmates mitigates against a common understanding which develops over time in 
families. Finally, the unidirectionality of the teacher/student relationship found in most 
public schools creates imbalances in the appreciation for individual knowledge and skills. 
Analysis of the differences between the home and school learning environments may reveal 
aspects of the school environment that prevent some children from leamin° 
The Foundations of Research In School and Family Partnerships 
Describing the evolution of specific educational practices poses a variety of 
difficulties for the would-be historian. It is impossible to separate a practice from the 
context in which it develops. The social, political, and economic circumstances 
surrounding the development of any practice contribute to that development. It is therefore 
necessary to explicate some of those circumstances to appreciate more fullywhy that 
practice came to be. 
The current interest in school and family partnerships did not spring fully formed 
like Athena from Zeus's skull. In fact the label school and family partnership is just the 
most recent appellation given to a variety of practices that bring educators and family 
members together in pursuit of improved educational opportunities for children. Nor is the 
interest in school and family partnerships a recent phenomenon. Reports of schools 
working with parents by offering written information on child-rearing date from the 
eighteenth century (Brim, 1965). 
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Rather, the concept ot homes and schools, parents and teachers working together 
has gradually developed in response to changing conditions in American society, it has 
evolved in response to social research that shows profound changes in family 
demographics in the United States. It has evolved in response to increasing evidence from 
a number of research programs in education examining student achievement and failure. It 
has evolved in response to bi-partisan political pressure to address a perceived failure of 
American education. It has evolved because it fits the agendas of many powerful interest 
groups within the United States and strikes a responsive chord within the general 
population. The following paragraphs will examine some of the conditions that have 
contributed to the current state of school and family partnerships. 
The thinking about public education during the historical period preceding the 
1960s was dominated by strong beliefs about the power of public education. Some 
considered public education powerful enough to override the influences of the home. In 
fact, during the early part of this century public schools were expected to socialize the large 
numbers of immigrants entering the country. Public schools were designed to take the 
diverse population and mold everyone into an American. This attitude can clearly be seen 
in a quote from the first president of the New York Kindergarten Association, who said 
that kindergarten gave "our earliest opportunity to catch the little Russian, the little Italian, 
the little German, Pole, Syrian and the rest and begin to made good American citizens of 
them" (Gilder, 1903). 
There was a general sense that public education was the wellspring of democracy. 
The attitude is typified by a report from the Educational Policies Commission (Lean, 1954): 
like the democracy of which they are a manifestation, public schools have 
justified the faith of the American people. Like other institutions, they are 
not perfect; like any institution, they have short comings. But their 
contributions have been significant and lasting. The United States would 
not be so democratic, so prosperous, so satisfying to the individual, and so 
strong in mind and spirit as it is today were it not for the nation's record in 
developing and supporting public schools. 
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While these ideas dominated the educational discourse they did not go uncontested. 
First, the experience ot black children in public schools stood in sharp contrast to the 
Educational Policies Commission report. And black people mobilized in unprecedented 
numbers to demand a change in the system. The nng of their demands reverberated in 
political, judicial, and educational realms creating a fertile ground for a reexamination of 
traditional conceptions of education. Second, educational historians were redefinin° 
e» 
educational history. 
Two influential books of the early 1960s were Bernard Bailyn's Education in the 
Forming of American Society (1960) and Lawrence Cremin's The Genius of American 
Education (1965). Both of these authors made the point that the process of education is far 
broader than just schooling. More importantly, they emphasized that institutions other than 
schools play an important role in education. Bailyn's examination of non-school educators 
led him to several provocative theses about colonial America that in many ways reflected 
the period in which he was writing. One thesis was that formal schooling had increasingly 
taken on new responsibilities in response to changes in the composition and character of 
families during colonial times. Bailyn argued that the rise of formal schooling was a 
consequence of the dissolution of the colonial families as educational units in the face of 
rigorous work schedules and culture shock. It is interesting that he found in the past the 
concerns of the present. 
While thinking about public education was undergoing changes, public perceptions 
of child development also were changing. The enormous popularity of Baby and Child 
Care (Spock, 1947) in 1947 coincided with a distinct shift from strict regulation of infants 
to a belief that self-regulation was the most appropriate stance in child-rearing. Self¬ 
regulation was defined as promoting the development of trust and autonomy in the young 
child. In an analysis of pediatric literature Stendler (1950) pointed out that in 191077% of 
the articles called for rigid scheduling of infants, but in 1940 only 33% of the articles on 
infant discipline favored behaviorism while 66% endorsed self-regulation. This trend also 
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was seen bv Bigner (1979) in a content analysis of articles in Ladies’ Home Journal Good 
Housekeeping, and Redbook between the years 1950-1970. The trend was moving toward 
concern tor the developmental, social, and emotional growth of children. 
As attitudes toward parent-child interactions were changing so were theories of the 
development of intelligence. The publication of Intelligence and Experience (Hunt, 1961) 
marked one of the early challenges to the assumption, dominant since the 1920s, that 
intelligence was fixed and that it developed in a predetermined fashion. Hunt argued that a 
child's IQ is not fixed and that active parental involvement in a child's learning had an 
affect on cognitive development. Hunt based much of his argument on the work of Jean 
Piaget. Hunt's book generated great interest in Piaget's theories which were to have a 
profound affect on a generation of cognitive theorists and continues to affect educational 
thinking to this day. Hunt also set the stage for a redefinition of the role of parents in their 
children's formal education. 
Hunt was not alone in speculating on the importance of the role parents play in their 
child's intellectual development. The publication of Stability and Change in Human 
Characteristics by Benjamin Bloom (1964) was to play an important part in the arguments 
for early childhood education. Bloom's research suggested that intelligence was a 
developmental trait and that between the ages of 1 and 5 years the child's intellectual, 
emotional, and physical environment was of extreme importance in determining the extent 
of that child's cognitive development. He suggested that between birth and age 6 one-third 
of a child's achievement at 18 can be accounted for. Bloom underscored the importance of 
the child's environment to his or her ultimate general achievement. 
From these various intellectual, psychological, and social developments the stage 
was set for the development of movement towards increased cooperation between homes 
and schools. 
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Early Intervention Programs 
The research into school and family partnerships cannot be fully appreciated unless 
seen in the context of early intervention research. The Civil Rights Act of 1964 and the 
subsequent development of the Civil Rights Movement, the War on Poverty, and Lyndon 
Johnson's promise of a Great Society were the social and political manifestations of a 
growing concern for equality of opportunity for all segments of the population of the 
United States. One result of these initiatives was that a comprehensive national study was 
commissioned to examine educational opportunity. The results of this study were 
published in Equality of Educational Opportunity (Coleman et al., 1966). This document is 
an important milestone in the development of home-school partnership research. 
Coleman had set out to study the effects of de facto and de jure segregation on 
educational achievement. The national survey of over 600,000 students in over 4,000 
schools had been mandated by the Civil 
Rights Act of 1964 and sponsored by the Office of Education in part to provide statistical 
information for a policy of financial redistribution. The study yielded much data for the 
public policy gristmill and it also contained within it the germ for school and family 
research. Coleman's data were interpreted as indicating that the most important single 
factor in determining student achievement was family background. The variables within 
that factor were identified as: the home's effective support of education, the number of 
children in the family, and the family's educational levels (Berger, 1981). Jenks et al. 
(1972) corroborated Coleman's investigation and suggested that family background 
"explains nearly half of the variation of educational attainment" (Jenks et al., 1972, p. 
143). Coleman's study provided the educational research community with a new focus and 
a rich body of data from which to draw. 
Other educational studies of the period supported the belief that parent involvement 
in education and the home environment were important to subsequent student achievement 
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in public schools and life (Hunt, 1961;Skeels. 1966; Spitz, 1965). The political and social 
climate ot the time demanded action to redress the problems of social and educational 
inequality. These studies along with Coleman's provided a clear direction for policy 
makers and the result was the initiation of early intervention programs. These programs 
were designed to enrich the environment of preschool children and, since the studies had 
indicated the importance of parents to the environment, involve the parents in the programs. 
Much of the excitement about early childhood intervention programs focused on 
cognitive development. Certain studies indicated substantial gains in the IQ scores of 
children enrolled in these programs (Caldwell, 1968; Deutsch & Deutsch, 1968; Gray & 
Klaus, 1965; Weikart & Lambie, 1968). But even without these studies a political decision 
had been made to implement early intervention on a massive scale. In the summer of 1965 
the first Head Start centers began operation. 
Political realities dictated immediate action to address the needs of the disadvantaged 
in our country. Therefore Head Start began not as a carefully reasoned implementation of a 
research-based program but rather in a helter skelter fashion. Although Head Start was a 
federally funded project, it was developed and managed at the local level. Each program 
was developed locally, which meant that it would be responsive to local circumstances and 
needs. But it also meant that research data and controls for each project were different. 
Fortunately an assessment component had been one of the stipulations of the funding. The 
assessment studies came towards the end of the 1960s (Beller, 1969; Gordon, 1968; 1969, 
Karnes, 1969; Levenstein & Sunley, 1968; Weikart & Lambie, 1969). But the data these 
studies generated were difficult to compare because of the variations in program 
implementation, the methodological quality of the studies, and the difficulty of controlling 
all the variables. It was not until the mid-1970s that comprehensive assessments began to 
be published. By then, however, the economic conditions of the country had deteriorated 
and the social and political climate were different. It was under these very different 
circumstances that the assessments of early intervention were made. 
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Brontenbrenner (1974) and Lazar( 1978) presented some of the most 
comprehensive reviews on the ettectiveness of early childhood intervention. Their results 
supported the effectiveness ot early intervention in improving the academic achievement of 
children, but more important tor this paper was the growing body of data concerning the 
importance ot parental involvement in successful early intervention programs. 
Brontenbrenner wrote "Without family involvement, intervention is likely to be 
unsuccessful, and what few effects are achieved are likely to disappear once the 
intervention is discontinued" (1974, p. 300). Similar conclusions were drawn by other 
reviewers of studies (Comptroller General, 1979; Karnes & Lee, 1978; Lazar, 1981; 
Schaefer, 1972). The claims about the benefits of involving parents in early intervention 
programs recently have been criticized as lacking convincing evidence (White, Taylor & 
Moss, 1992), but that does not diminish the fact that during the 1970s there was a general 
belief in the importance of parental involvement that coalesced into a research movement. 
There had always been a common sense understanding of the importance of parental 
involvement in a child's education. Furthermore, America had a tradition of parent 
education and the assessments of the early intervention programs assembled for the first 
time a wealth of statistical and observational data that were interpreted as supporting these 
heretofore common sense understandings of a parent's role in the child's formal education. 
Issues That Affect Home and School Partnerships 
There are a number of researchers who have examined the factors that affect school 
and family partnerships. Apart from the reviews of literature that examine the research, 
writers have devoted a substantial number of pages to explaining the need for and the 
benefits of parental involvement, analyzing the sociological and political factors in which 
the involvement takes place, and examining conditions, attitudes, and assumptions that 
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tacilitate or hinder parental involvement. I he following paragraphs will review some of the 
major directions this literature has taken. 
Demographic Changes 
To begin, it is necessary to examine the social changes that have occurred in the 
United States over the past 30 years. Statistical information gathered by the U.S. Bureau 
of the Census indicates trends in the composition of American households. "Changes in 
the composition of households have resulted in households which typically include fewer 
persons than was the case 10 or 20 years ago. Fewer children per family, more single¬ 
parent families, and larger numbers of people living alone are among the recognized trends 
that have contributed to the decline in the prevalence of large households and families" 
(Census, 1990, p. 4). 
Careful analysis of these trends reveals changes in the proportions of certain kinds 
of family structures in relation to others. There has been a dramatic decrease in the 
proportion of two-parent households, from 40% of the total in 1970 to 26% of the total in 
1990 (Census, 1990, p. 1). This decrease has been accompanied by an increase in single¬ 
parent households headed by women. In 1970, 11 % of the family households were 
headed by women. That figure had risen to 17% by 1990 (Census, 1990, p. 6). The 
proportional change can be understood more clearly when expressed in total numbers. The 
11% figure for 1970 represented 3.8 million family groups. The 17% figure in 1990 
represented 9.7 million family groups. Single parents accounted for 28% of the 34.7 
million one- and two-parent family groups with children under 18 in 1990. This 
proportion is 15 percentage points higher than it was in 1970 (Census, 1990, p. 7). 
Although this trend towards single-parent households has affected the whole 
population, it is most pronounced among African-American households. African-American 
families maintained by women rose from 28% in 1970 to 44% in 1990 (Census, 1990, p. 
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6). These data prompted the observation by one researcher that, "The vast majority of 
nonwhite children bom today will spend some time in a single-parent home, and an 
important minority will never live in any other setting" (Ellwood, 1988, p. 67). 
In the 1950s and 1960s a large proportion of children lived in two parent 
households. Popular imagery of the time envisioned a working father and a mother who 
oversaw the education ot the children. While there continue to be examples of this model, 
it is increasingly rare. There are increasing numbers of single-parent households and even 
in two-parent households economic necessity requires that both parents work. The home 
environment that children return to after school has changed. Educators can no longer 
assume the conditions that existed for previous generations of school children are in 
existence today. 
These demographic changes raise the issue of the relationship of single parents to 
schools. Epstein (1990) has investigated the issues surrounding single parents and 
schools. She found that single-parent status alone is not a useful variable in judging the 
relationship between homes and schools. She also found that teacher philosophies were an 
important variable in the way they interacted with single parents. She concluded that 
teacher leadership in parent involvement techniques influences the relationship between 
parents and schools more than parent marital status. 
Another aspect of changing family composition is the age of parents. In 1985 alone 
there were 478,000 births to teens (Children's Defense Fund, 1989, p. 165). While teen 
pregnancies are not new, there are new factors that complicate the matter. First, teen 
pregnancies often result in an end to schooling that, given the exigencies of the modem 
workplace, make finding viable employment difficult. The dearth of viable job 
opportunities for school dropouts means that they will have to work longer hours to make 
ends meet. It also means that if they are married, both partners will have to work. 
The economic opportunities for unskilled and semi-skilled labor are becoming 
scarcer as the United States economy continues to cede manufacturing jobs to foreign 
31 
competitors. The restructuring of the economy has resulted in increased poverty. In 1986 
more than 12 million children were identified as living below the official poverty 
demarcation line of $8,737 per year for a family of three (Children's Defense Fund, 1989). 
The social conditions these statistics describe have had a powerful impact on the 
business of public education. The established traditions and expectations of public schools 
in relation to the families of their students increasingly are invalid in light of these changes. 
Educators who once thought they had an understanding of the parameters of their 
profession now are overwhelmed by the endless additions to the curriculum. There is a 
perception among educators that there is an increase in the number of children who have 
difficulty with school learning. One study of kindergarten teachers revealed a perception 
on the part of the teachers that 35 percent of the nation's kindergarten children are not ready 
for school (Carnegie, 1991). Furthermore there is evidence to suggest that the degree of 
disadvantage is increasing in some at-risk students (Pallas, Natriello, & McDill, 1988). 
The issue of students who are at risk of school failure is another important factor that 
affects the course of school and family partnerships. 
Marginality 
Studies that describe students who are at risk of school failure abound in the 
literature. These students have previously been called, among other things, culturally 
deprived, low achievers, alienated, disadvantaged, and impoverished. What they share is 
the experience of not having their educational needs met by their schools. Sinclair and 
Ghory (1992) have offered an alternative conceptualization of being at-risk. They describe 
it as "marginality” and describe it as being "caught in a condition of strained relations with 
school and persistent struggles with learning. As a result marginal students are located in a 
position on the outskirts of the school environment, alienated from the setting designed to 
promote learning" (1992, p. 35). 
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Epstein (1988) has pointed out there have been few studies that specifically have 
investigated the parental involvement of the families of marginal students. Nevertheless, 
there is a theme in a number of studies that suggests that the parents of marginal students 
have a problematic relationship with their schools and have difficulty becoming involved 
(Baker & Stevenson. 1986: Lareau, 1987). Other research stands in opposition. Research 
has shown that some teachers can constructively involve parents of the most disadvamaoed 
students (Comer, 1980: Epstein, 1990; Epstein & Dauber, 1988). 
Grade Level 
Research has revealed that one of the most consistent variables in the analysis of 
parent reactions to teacher practices is the grade level of the teacher. Parents with children 
in lower elementary grades reported more teacher use of parent involvement strategies 
(Epstein, 1986; Harris 1987). Furthermore, although elementary and middle school 
teachers report that their schools have equally strong communication programs and 
policies, the parents of middle school children receive less information than elementary 
school parents (Epstein, 1991). There seems to be a progression in the levels of 
dissatisfaction parents express in relation to the communications they receive from their 
schools as one moves up through the grade levels. The parents of secondary school 
students are the most likely to be dissatisfied with the frequency of contact they receive 
from their child’s school (Harris. 1987). 
Grade level also is an important variable in teacher reported use of parent 
involvement techniques. Elementary teachers have more extensive and effective programs 
of parental involvement than do the older grades (Epstein & Dauber, 1991). 
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UCatl°"a' °PPOr,Umtles 0, 311 child™ is a popular concept in the literature of school 
reform. Even though parents and teachers seem to recognize the value of parent 
participation, there remam senous ba.ers to the implementat.on of programs designed to 
increase parent participation. 
Research has shown that teachers believe that parental involvement can have 
beneficial effects (Moles. ,982). Also i, has been found that parents wan, to be involved 
school and kept informed (Harris. ,987, In fact, the 1987 Metropolitan I if- 
AmencanTeacher found that parents and teachers share the view that it is important for 
parents to be involved a, home and at the school (Harris, 1987). Yet, comprehensive 
surveys have found that parents and teachers do no, collaborate in school related areas 
(Swap, 1987) and that most parents cannot and do not participate in school buildings 
(Comer, 1980; Dauber & Epstein, 1991; Lei,ch & Tangri, 1988). A number of researchers 
have examined the conditions that inhibit parent involvement in schools. 
in 
One line of thought on the problematic relationship between homes and schools can 
be traced back to Waller's (,932) characterization of home-school relationships as mutually 
exclusive. This line of thought has been explored recently by Lightfoo, (1978). She 
described the enduring tensions between parents and teachers as arising from the 
particularistic concerns of families and the uni versalistic concerns of teachers (Lightfoo,. 
1978; McPherson, 1972). Some of this tension seems to be caused when family members 
and teachers view each other as stereotypes or when they have unrealistic expectations for 
each other (Leitch and Tangri, 1988; Lareau, 1989; Sasser, 1991; Swap, 1990). 
The tensions between schools and homes has also been examined by Sinclair and 
Ghory (1981). They identified assumptions that often are present in school personnel that 
have profound effects on home-school relationships. They argued that in order to establish 
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a constructive relationship between the public schools and their constituent families it is 
"rs. necessary to explore the assumptions that underlie their current relationship and then to 
propose some alterations that might enable public schools to fulfill their responsibility more 
effectively. Sinclair and Ghory (1981) offer an analysis of four assumptions that influence 
the practices of public schools. 
The first assumption is that academic competence results from the successful 
completion of tasks under the direction of a teacher in school. Unfortunately, school- 
centered intervention plans have shown little success in increasing long-term academic 
success for ch.ldren who are having difficulties (Schaeffer, 1979). In contrast there is 
evidence that programs that include the family are more likely to promote long-term 
academic achievement (Bronfenbrenner, 1974; Vopava & Royce. 1978). Sinclair* Ghoiy 
suggest that these data require a reformulation of the existing assumption. They suggest 
that academic competence more likely results "from the successful completion of a broad 
range of activities both in families and in schools, particularly as these activities are 
reinforced through interactions of the child with both parents and teachers” (Sinclair* 
Ghory, 1981, p. 37). 
This new assumption frees educators from the compartmentalization that 
impoverishes educational institutions by limiting the range of relationships and activities 
that are considered "education." Rather than viewing the public school as a separate site 
where a particular type of learning occurs, the new assumption opens the door to viewin« 
the school as a hub for the coordination of the wide range of activities that promote the 
exploration of the many facets of intelligence. 
Howard Gardner 0991) has argued that traditional public education historically has 
been organized around a conception of intelligence that values logical and mathematical 
intelligence to the exclusion of other types. This exclusion has devalued the 
accomplishments of those individuals who excel in these alternate aspects of intelligence. 
By enlarging the range of activities accepted as enhancing academic competence, the 
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opportune tor success are enlarged. This does no, mean the abandonment of standards 
o academic achtevement. or the abrogation of the teacher's role in ensuring those 
standards. Rather, i, acknowledges that there are many ways in which academic standards 
can he achieved, and establishes teachers as the guides who lead their students toward 
things that are educationally valuable. 
The second assumption Sinclair & Ghory identify is related to the firs, in ,ha, i, 
common many schools that posits that "Teachers are primarily response for decisions 
about the academic (mainly cognttive) growth of children in school, while parents are 
expected to make the major decisions about physical and social or emotional development 
of children in the family" (Sinclair & Ghory 1981 D Thic a r, nory, ivoi, p. j 7). phls duallty encourages both 
•he school and the home to become territorial. This assumption leads teachers to define 
their classrooms as places in which parents are tolerated as a temporary intrusion rather 
than as a potentially valuable resource. I, also makes the practice of teacher home visits, a 
potent,ally valuable tool, a rare occurrence that is viewed as intrusive by the parent and 
uncomfortable by the teacher. 
They suggest that a very different relationship is possible if the assumption is 
altered to recognize the parentas an important source of information and asan equal 
collaborator in a joint effort. The inclusion of parents in the design and implementation of 
educational environments has multiple effects. First, i, empowers the parent by putting the 
parent in a position of power and responsibility in relationship to the school environment 
rather than being an outside observer. Second, by making the parent a par, of a team i, 
gives the parent a vested interest in the implementation and outcome of any design. 
Finally, involvement in the process provides an education that can increase parenting skills 
There is an expression that is sometimes used by teachers, "The apple doesn't fall 
far from the tree.” This adage usually is invoked when explaining the academic 
performance of particular children. The statement epitomizes the third assumption in its 
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knowing claim of the primacy of the home learning e 
environment. Sinclair and Ghory characterize this a 
environment over the school 
assumption as "The important variables 
^ 'he fami'y ‘hat affCCt aCademic comPctenee are essentially inalterable" (Sinclair Ghory, 
1981. p. 39). This way of thinking denies that the variables in families that affect academic 
achievement can be changed. This thinking allows educators 
as inevitable. 
to accept failure and explain it 
Research indicates that specific activities that parents perform with their children can 
result in increased academic performance (Iverson & Walberg, 1979). Furthermore, there 
IS research that indicates the programs that support parental efforts to increase the academic 
performance of theirchildren are effective (Dolan. 1978). Sinclair* Ghory cite these data 
m proposing an alternative formulation of the third assumption. They argue that the 
important variables in the family environment that affect academic competence can be 
altered to support the learning of children. 
In changing the assumption about the role of variables that affect student 
performance, we move from a position that sees intelligence as something fixed to 
intelligence as the product of effort. This distinction has been noted in some cross-cultural 
studies that compare the United States and Japan (Stevenson, 1992). Americans seem 
more apt to view achievement as a function of inborn talent whereas the Japanese see 
achievement as more directly related to the amount of work one devotes towards 
achievement. American public schools could benefit from this sort of thinkino 
The final assumption that Sinclair and Ghory describe as an impediment to the 
establishment of productive school/home relationships is the mistaken impression that the 
organizational structure of public schools is impervious to change initiated from inside the 
institution. Barth (1990) agrees and has observed that "It is commonly held that public 
schools are incapable of reforming themselves. Many assume that if fundamental changes 
are made in American education, they will derive from the theories and practices prescribed 
by universities, federal and state governments, and the world of business" (1990, p. xiii). 
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Ghory and Sinclair identify an assumption held by many school people that the 
organ,zattona, conditions that hinder teachers from including the home env.ronmen, as par, 
ot the curriculum are practically impossible to influence from inside the school. 
The hierarchical bureaucracy of schools leaves many educators with a feeling of 
powerlessness. While research indicates that teachers feel they have control over them 
classrooms, i, also suggests they fee, less powerful in school policy decisions (Johnson. 
>990. pp. ,80-2,6). Principals, too, feel that the demands of their job are overwhelming 
that they do not have the authority to make substantive changes (Barth. 1990). 
The structure of public education exerts control over the actions of educators. The 
hierarchical structure habituates educators to asking permission of superiors for most 
everything. The tendency to look to authority for direction hinders individual initiative. 
Educators tend to stay within theirown classrooms where they are sure of their authority. 
The centralization of decision making also fosters selfish individualism. Subordinate 
individuals feel justified in using resistance or compliance to orders in an attempt to 
manipulate situations to their own advantage rather than thinking of the good of the whole 
institution. No one likes this state of affairs, but i, often is accepted as the way of life in 
bureaucracies. 
A different institutional reality is possible if there is a shift in the assumption about 
the individual's relationship to the institution. It is possible to develop a consensus for 
change among the members of an institution. There are examples of schools that have 
accomplished the meaningful inclusion of parents in the operation of public schools 
(Ftske, 1991). In many of those examples leadership came from educators within the 
schools. If one assumes something is possible, success is possible. That is why it is 
important to believe that "Teachers and administrators can provide leadership from inside 
the school to develop a curriculum that appropriately combines family and school 
environments" (Sinclair & Ghory, 1981, p. 41). 
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The schoo, environment is a powerful factor in determining the degree of parental 
involvement. Moving towards constructive assumptions is necessary if educators are to 
create meaningful collaboration between parents and teachers for the improvement of 
learning of those students who are disconnected from school Ieamino. 
ic Schools 
Programs to promote parental mvolvement in the education of young children are 
common today and in many ways similar. The similarities are, no doubt, related to the 
powerful examples set by the early intervention 
programs of the 1960s and early 1970s. 
The Head Start and Title I programs and some of the Follow Through programs 
emphasized the participation of parents in many aspects of the formal education of their 
children. Strader (1986) claims that the 
most influential example of parental involvement 
strategies was the simple model put forth in the Head Start Policy Manual (1967). This 
manual mandated that: Every Head Start program must have effective parent participation. 
The criteria are listed below: 
There are at least four kinds of parent participation in Head Start: 
1. Participation in the process of making decisions about the nature and 
operation of the program 
2 Participation in the classroom as paid employees, volunteers 
observers. or 
3. Welcoming Center staff members into their homes for discussions of the 
ways in which a parent can contribute to the child's development at home. 
4. Educational activities for parents which they have helped to develop. 
Each of these is essential to an effective Head Start Program (Head Start 
Manual, 1967, p. 10). 
The evolution of models of parent involvement is best seen in an examination of the 
various programs developed during the past 25 years, and in a tour through the literature 
dedicated to the subject by various writers. The literature contains numerous typologies 
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been replicated. 
some cases, have 
Ira Gordon was one of the researchers in ,060s early intervention programs. He 
established his credentials during the 1960s through two projects. His 1968 review of 
compensatory' education programs that reviewed ,9 programs across the country. He also 
established his own intervention program, called the Florida Follow Through Model, 
which was praised as being an exemplary program (Freshour. 1976). Gordon's research 
was characters by an attention to parental involvement and the effects of programs on 
parent behavior. Gordon's own project concentrated on training mothers of disadvantaged 
tarn,lies to go into the community and to work with other mothers of pre-school children 
(1%9) and his review of compensatory programs criticized the high percentage of 
programs that failed to include measures of parental involvement. 
Gordon's subsequent publications examined and promoted parental involvement in 
schooling (1970, 1971, ,972, ,977, ,979a, ,979b). His work was cut short by his 
untimely death in ,978. His contnbutions were mainly in conceptualizing models of 
relationships between parents, schools, and communities and in promoting parent 
involvement. A posthumous article (,979b) published by ASCD provides a look a, 
Gordon's thinking on parent involvement. Gordon examined the research on parent 
involvement programs and identified three separate models upon which these various 
programs seemed to operate: Parent Impact Model; School Impact Model; Community 
Impact Model. 
He describes the Parent Impact Model as being designed to improve a family's 
capabilities to provide a stimulating, educational environment that is supportive of cognitive 
and emotional growth. He recognizes that this model has been criticized as being based on 
a deficit view of the family (Bronfenbrenner, 1979b ) but argues that it also can be viewed 
as a positive estimation of a family's ability and willingness to learn and grow. The model 
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IS based on the belief that parent involvement equals parent education. This model is 
expansive in that it also recognizes that the school may also have to provide non-academic 
services such as counseling, health services, dental, and guidance services so that the child 
can come to school able to learn. In this final aspect, the Parent Impact Model can be 
placed in a systems context that admits no one agency operates in isolation and that there 
must be some coordination of services if the model is to be successful. 
The School Impact Model is based on the assumption that the school and the 
individual teachers must become more understanding of family variables and more 
responsive to the needs of the families they serve. Educational improvement is measured 
by parent influence and participation in the school. Parents play an important role in all 
aspects of education from participation to administration. This model differs from the 
Parent Impact Model in that it is the institution that must change to meet the needs of its 
clients rather than the clients changing to deal with the institution. 
The Community Impact Model is the most holistic of the three. It places the school 
in the context of the community and argues that not only the school but other social 
agencies and institutions must change according to the complex interplay of the social, 
political, and economic forces in the community. Parents are involved as educators, 
decision makers, learners, classroom volunteers, and para-professionals, as well as 
teaching their own children. The parent participation on all these levels is essential to the 
success of this model. 
When he reviewed the research related to these various models, Gordon reflected 
that if one uses the criteria of student achievement as a measure of the effectiveness of these 
programs the data on the effects of these different models on student achievement were 
unclear. However, if increased parent participation is the criteria for assessing 
effectiveness, then the effect of these models on parent participation in their schools was 
positive. Based on his review, he advocated the use of the Community Impact Model as 
the most effective for increasing parental involvement. 
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James C omer was another researcher who began in the 1960s. Comer was a part 
of.he Yale-New Haven program that existed from 1968-1978. This collaboration between 
.he Yale Child Study Center and the New Haven School System was designed to improve 
two inner-city elementary schools that served a predommately black, low-income 
community. The project provides another model of parent involvement. 
Comer's project demonstrates, to varying degrees, aspects of all three of the 
involvement practices described by Gordon. The project goals were to improve student 
learning, to raise student motivation, to increase patterns of shared responsibility between 
parents and staff, and to integrate the schools with child development and clinical services 
in New Haven. These goals were pursued through the creation of a governance body 
composed of administrators, teachers, parents, aides, and professional support staff that 
oversaw the project. School committees with parent representatives were put in charge of 
hiring staff and selecting curricula. A parent program was established that paid parents to 
work as aides. Workshops for teachers and parents were held during the summers. 
In the schools participating in the project a small percentage of parents, perhaps 1% 
to 5%. participated as active decision makers. This small group was intimately involved in 
the governance of the school. Comer (1980) remarked that this participation by the parents 
was difficult and not without setbacks. School personnel were not used to sharing power 
With parents and it took training, time, and a firm commitment from all participants to make 
parental involvement work. Nor were the parents used to working with educators towards 
mutually defined goals. Furthermore, the small percentage of parents acting in this 
governance position had to learn to represent the other parents of thei r comm unity 
effectively. Despite these difficulties the parents developed a sense of ownership for their 
schools and the school in turn became more responsive to the needs of the community. 
Over the course of the project perhaps 10% to 25% of the parents at the schools 
served as volunteers at the school building. This percentage of vol unteering is fairly high 
in comparison to most schools. Comer found that this volunteering was important in that it 
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demonstrated parent strength a, the school. Other researchers have found i, important 
tu-cause ,t seems to he associated with a higher and more vaned teacher use of parent 
involvement strategies (Becker & Epstein. 1982). 
By far,he most substantia, form of involvement was parent participation ,n report 
card conterences and soctal event. Comer feels that the high rate of attendance was related 
«o 'he Participation of the parents in the other two areas. All parents were well aware of the 
participation of parents in the governance of the school and in volunteer capacities. This 
awareness led to an improved school climate that supported and encouraged parent 
participation in the more traditional forms of school and home communication. 
The evaluation of the program was conducted using a variety of methods including 
outside evaluators, test scores, surveys, and observattons. The results indicated lasting ” 
gams in student achievement and an increased satisfaction on the part of the parents. 
Schools that fail to implement parent involvement programs sometimes excuse themselves 
by saying that most parents don't really want to participate or that the parents are incapable 
of participating in a meaningful fashion. Comer's project provides an example of a useful 
approach to the creation of school and family partnerships that removes excuses by 
demonstrating how to involve even difficult to reach parents. 
Don Davies like Comer has concentrated on the relationship between the community 
and the school, but Davies approaches the issue from a more political point of view. 
Davies is concerned with the ways parents and community members, particularly those 
who have little political or economic power, can become more productively involved in the 
education system. With his publication of Citizen Participation in Education- An Annotated 
—Il0graphv (l974>’he embraced participatory democracy as the means to reform schools 
and to make them more responsive to the communities they serve. His model of parent 
involvement is built around a redefinition of the political relationship of schools and 
communities. Davies views the parents as citizens who must play the central role in 
decision making, policy making, and school governance if the education system is to 
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t unction effectively. He blames many of the problems of education on the alienation of 
parents from the education institutions by policies that keep parents from patticipattng. 
Davies has suggested a variety of approaches to combat the alienation of parents 
and community members from public schools. Davies pointed out the difficulties of 
changing the relationship between communities and schools given the federal role in the 
tunding of education (1976). He outlined ways the federal government could effectively 
tund state and local education initiatives that addressed needs identified by the 
communities. He argues against centralized control of schools arguing instead that 
decisions should be made at the school level (1977). He also advocates the reconfiguration 
of the school from an institution that attends solely to the educational needs of children to 
an institution that deals with the whole child. He envisions the public school as the hub of 
a group of social agencies providing services to the community (1985, 1990. 1992). 
His research into the nature of the contacts between schools and children from low- 
income families (1988b, 1989) revealed deep-seated barriers to increased parental 
involvement. In a cross-cultural study conducted in the U.S., England, and Portugal 
(1988a) Davies found that families from low socioeconomic backgrounds have little contact 
with schools and the contact they do have usually is negative. Furthermore, it was found 
that school personnel have negative views of low socio-economic families and compare 
them unfavorably against a middle class norm. 
While continuing to develop his theories about citizen participation in education, 
Davies also has conducted extensive research into examples of increased citizen 
participation in education through his Institute for Responsive Education. The Institute has 
sponsored many projects in public schools in the U.S. and abroad. The most recent 
project. The League of Schools Reaching Out, is a collaboration between the Institute for 
Responsive Education and the Center on Families, Communities, Schools and Children's 
Learning. The project is comprised of a coalition of 70 public schools in 23 states involved 
in a longitudinal study of the effects of family involvement programs on children's 
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learning, parent-teacher attitudes, and school climate. The purpose of the project is to 
increase knowledge about how families, schools, and communities can increase student 
learning and how to improve relations between all the institutions involved in educatino 
children. 
Davies's most recent research, derived from the League of Schools Reaching Out 
project (1992a. 1992b. 1993), has focused on the influence of state and federal policies on 
family, community, and school collaborations. Davies reports an pronounced upsurge in 
policy maker interest in various aspects of school and community collaboration during the 
period 1990-1991 (1992b). He reports that while most states have instituted some 
legislative initiatives, activity across states is uneven. Furthermore, he has found that the 
policies often are perceived as fragmented and confusing by the educators charged with 
carrying them out (1991, 1992a). Regardless of the difficulties, Davies reports that the 
recent spate of policies has had an effect on schools: 
Despite all we have said about policy fragmentation and confusion, and the 
lack of positive response by principals to our inquires about "policy," we 
conclude that there is a connection between the changed political 
environment about school reform and the plethora of new state and Federal 
laws which promote family and community partnerships and the increase in 
the level and diversity of reaching out activity. (1992a, p. 137) 
Among the state and federal legislative initiatives directed toward community and 
school connections that have recently been enacted, Davies points out several that he 
considers to have potential for improving school-family-community relationships. On the 
federal level he cites a collaboration between the Education Department and Health and 
Human Services designed to facilitate partnerships between Head Start and public schools. 
He also cites a new position, espoused by the Department of Education, that advocates a 
more flexible use of Chapter I funds. Davies singles out the Federal Chapter I program as 
the most promising but untapped resource for strengthening family-school-community 
partnerships (1991, 1992a). 
% 
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The collaboration, mentioned above, between the Institute for Responsive 
Education and the Center On Families. Communities. Schools & Children's Learning is 
really a collaboration between Davies and Joyce Epstein. During the last decade. Joyce 
Epstein, at the Center On Families. Communities. Schools & Children's Learning at Johns 
Hopkins University, has been involved in a wide variety of program development and 
research into ways that families, schools, and communities work together to influence 
student motivation, learning, and development. It is only natural that Davies and Epstein 
should pool their knowledge and resources on a collaborative project. 
Epstein has established herself as an authority in school and family partnerships. 
She has published extensively on such varied topics as parental involvement practices of 
teachers (Beckerand Epstein. 1982; Epstein and Becker. 1982; Epstein and Dauber, 1989; 
Epstein and Dauber, 1991), theoretical models of home and school relations (1986b, 
1987a, 1988, 1990b, 1992b), the effects of parent involvement practices on parents 
(1983a, 1984), the use of homework in promoting parent involvement and student 
achievement (1983b, 1988b, 1992b), and many other issues surrounding the promotion of 
more effective relations between homes, schools, and communities. 
Through the Center On Families, Communities, Schools & Children's Leamin® at 
Johns Hopkins University, Epstein has engaged in numerous collaborative projects with 
public schools aimed at increasing or studying parental involvement in education. 
Epstein s extensive research and careful review of other programs of parent involvement 
led her to develop a typology of the major types of home and school connections in order to 
facilitate closer ties between research and practice. In a number of articles (1986b, 1987, 
1988, 1989, in Levin) she developed a typology of five major types of involvement that 
families and schools employ in the process of fulfilling their shared responsibilities. Her 
most recent work on the subject (1992b) expands the list to six types. 
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Epstein's Typology (1992b. p. 6) 
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other parenting skills and child rearm<> approaches Sch^k’ ^lsclPll'?e and guidance, and 
with information about buildino nnsiiit/,. " V • ^°°,s a^so ne^d to provide families 
grade level throtmh hmh school ?W A ™? c°n1d,t,ons that ^pport learning at each 
Ibom 'A^fpPogPmstardPAde^pAAs0 Trtff™ SCh°°'S t0 families 
t h hm.thi in^ormatlon sent home can be understood by all families. ° y 
T,ypC 1 —VQ .vement at school: refers to parent and other volunteers at the school or in 
c assrooms, and to families who come to school to support stu^rfoma^sSS 
bv vamnrAPduAPAthna7moreethe "T^ °f famHieS Wh° c<“the scho°' b^ing 
different «imesof thedaytd even^g Part'C'Pate 35 V°'UnteerS and as aud— a‘ 
Type IV: Involvement in learning activities at home- refers to requests and ouidance from 
lea h- for parents to monitor, assist, and interact with their own children al home on 
learning activities that are coordinated with students’ classwork or that contribute to success 
in school. It also includes parent-initiated, student-initiated, and teacher-directed 
knowledT m°Ut i°meWOrk or sch001 subJects- Schools assist families to become more 
AAA Part.ners concerning curriculum by providing information on academic and 
other skills required to pass each grade, how to monitor, discuss, and help with 
homework, and how to help students practice and study for tests. 
Ith£rcV: jpolvement ln decision making, governance, and advocacy: refers to parents and 
others in the community in participatory roles in parent-teacher-student organizations 
school advisory councils, school site improvement teams, Chapter I, and other school 
committees. It also refers to parents as activists in independent education advocacy croups 
in the community. Schools strengthen parent participation in school decisions by ° 
encouraging the organization of parent groups and committees and by training parents and 
students in leadership and decision-making skills. Schools assist advocacy croups bv 
providing them with information that will bolster community support for school 
improvement. 
TyPe yE Collaborations and exchanges with the community: refer to the connections by 
schools, families, and students with agencies, businesses, and cultural and other °roups in 
the community that share responsibility for children's education and interest in them future 
successes. This includes school programs that provide or coordinate students’ and 
lamilies access to community and support services, such as after-school recreation tutorial 
programs, health services, cultural events, and other programs. Schools vary in how much 
they draw on community resources to provide parent education on development (Type I); 
improve schools communications with families (Type II); increase the number of 
volunteers at the school from the community by enlisting business support for workers 
who are parents to volunteer or attend activities at the school (Type III); enhance and enrich 
the curriculum and other experiences of students (Type IV); and extend participation on 
school committees to business and community representatives (Type V) (Epstein 1992b 
pp. 3-6). 
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Epstein's purpose in providing this typology seems to be two-fold. First, she has 
assembled the various components found in comprehensive programs of parent 
involvement and then broken them down into distinct categories of action. Each of these 
types ot involvement includes distinct practices designed to achieve different outcomes. 
Some are aimed at students, some at parents, still others at school climate. This typology 
theretore is sensitive to the unique circumstances and goals of individual schools and 
provides educators with various research-based approaches to developing a comprehensive 
program in their particular setting. 
In presenting this typology, Epstein also seems to be attempting to unify the various 
research programs on parent involvement under a single roof so that future research can 
proceed from an established base of knowledge, and expand that knowledge in a systematic 
fashion. Criticisms of parental involvement research have often identified poor research 
methodology and lack of defined program goals as the weakest aspects of the research. 
(Reynolds, 1992; White, Taylor, & Moss, 1992). Epstein seems to be calling for a clearer 
focus in the research to avoid future criticisms. 
The presentation of this typology allows future research to proceed from a common 
set of assumptions and understanding about school and family partnerships that may allow 
a more concerted and focused research program. 
Teacher Practices of Parent Involvement 
Epstein (1989) identified five major types of parent involvement, which were 
discussed above. Of the five types, the fourth, parent involvement in learning activities at 
home, is the type that teachers have the greatest likelihood of influencing toward positive 
ends. Studies have found that children's intellectual development may be influenced by the 
extent to which their parents actively engage in tutorial activities (Clausen, 1966; Leichter, 
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1974; Marjonbanks. ,970). Although individual teacher, cannot necessarily alter,he 
school's environment, they can tnterac, with parents in ways that may influence parental 
behavior. 
There is a disparity between teacher beliefs about parental involvement and teacher 
practices. The results of a number of surveys suggest that many educators agree there are 
advantages to parental involvement in schools and parental involvement in children's 
education (Becker & Epstein, 1981; Stallworth. 1982; Williams, 1984). The research 
reveals that even though there generally are favorable attitudes among educators toward the 
ideaot parental involvement, teacher usage of the variety of strategies of parental 
involvement is limited to a narrow range in all but a small segment of the teachino 
& 
population. 
Becker and Epstein (1982b) conducted an extensive study that deserves careful 
consideration because of the issues it raises. Survey data from 3,698 1st, 3rd, and 5th 
grade teachers in 600 schools in Maryland were collected. The purpose of the survey was 
to examine the extent to which elementary teachers use parental involvement strategies to 
facilitate parent involvement in home learning activities and to determine which factors in 
the teachers' backgrounds were important determinants of their parent involvement teachino 
© 
strategies. The results of this research provide many interesting insights into teacher 
practices of parent involvement. 
They found that while teachers in their study expressed vocal support for parent 
involvement, most teachers spent very little time managing learning in the home context. In 
addition, they found that even though most teachers develop personal contacts with 
parents, the vast majority of teachers do not use these contacts in any systematic way to 
achieve particular learning goals. Becker and Epstein found that virtually all teachers talk 
with their students' parents, send notices home, and interact in open house nights at their 
schools. These widespread practices seem to be the accepted way of informing parents of 
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mtiate 
SCh0°' CXpeCta,,°nS and ,heir child's Progress, but only a minority of teachers go beyond 
these more common practices. 
Beekerand Epstein found that most teachers in their study were reluctant to initi 
parental involvement strategies. Most teachers "suggest" various ways tha, parents can 
work with their children bu, only 9% "requtre" that the parents of their students perform 
vanous actions related to their child's education. This reluctance is desenbed as being 
related to the lack of pre-service and inservtce training devoted to the development of ^ 
"materials, activities, and methods of communication and management needed to direct 
learning activities at home" (1982b, p. 2). 
The need for teacher training in parent involvement strategies also has been raised 
by other researchers (Bermudez & Padron, 1988; Chavkin & Williams, 1988; Rich. 1988) 
Chavkin and Williams, 1988) reported on the findings of their research tha, was conducted 
With more than 3,000 parents and 4,000 educators in the Southwest Educational 
Development Laboratory during the 1980s. They found that 86.6% of the teachers in their 
study agreed that teacher training in parental involvement techniques was needed to help 
teachers work with parents. While there were indications that teachers perceived a strong 
need for training, the same research indicated that teacher educators in the region did not 
place much emphasis on parental involvement strategies. Only 4% of the teacher educators 
surveyed reported teaching a complete course on the topic; 15% dedicated some portion of 
a course to the topic; and 37% reported having one class period devoted to the subject. 
Becker and Epstein (1982) found that teachers' requests for parent involvement in 
home learning fall into five different categories: 
• 1. an emphasis on involving parents in the child's reading instruction 
?hild" emphaS,S °n encoura8in§ ^ structuring oral discussions between parent and 
3. a focus on informal instructive activities for parents to conduct 
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4. the use of formal contracts between 
responsibilities tor parents parent and teacher that specify particular roles of 
5. an emphasis on developing parents' 
(Becker & Epstein. 1982b. p. 8). tutoring, observational, or evaluation skills 
Of these five categories, the reading instruction was the only technique used 
frequently by a majority of teachers. Few teachers reported using parent-child 
conversational techniques, although they thought it sounded good. Thirty percent of the 
teachers reported directing informal family activities. 
Again, the important point is that these approaches are merely suggested by most 
teachers. On the other hand there is a minority of teachers who have made parent 
involvement a central part of their teaching strategy. Becker and Epstein describe these 
teachers as "committed" and distinguish them from other teachers by their more frequent 
use of home visits, parent workshops, community contacts with parents, and the amount of 
classroom assistance they receive from parents. These "committed" teachers were more 
likely to use all five approaches toward parent home involvement. 
Becker and Epstein's research revealed several factors that seemed to influence the 
extent to which teachers used parent involvement strategies and their attitudes towards 
them. The most significant factor appeared to be grade levels followed by discipline 
problems, racial composition, level of activity of parents at school, parental socioeconomic 
status, teaching and educational experiences’, and the district policies towards parental 
involvement. Statistical procedures indicated that each of these factors had independent 
effects on behaviors and attitudes. 
The grade level effects were clear: Teachers of younger students use more and 
differing parent involvement techniques than teachers of older students. This effect has 
been noted by others (Lightfoot, 1978). But other factors that were identified by Becker 
and Epstein need explaining so that one can understand what they were and appreciate how 
they affected teacher attitudes and behavior. 
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Teachers who had a high percentage of discipline problems in their rooms indicated 
less positive attitudes about parent involvement. While discipline problems actually 
increase teacher and parent communication, the negative circumstances of the 
communication can have deleterious effects. Under these circumstances the parent-teacher 
relationship, which has been described as highly competitive in the first place (McPherson. 
1972; Lightfoot, 1978), can become even more fractious. Attribution for the student's 
behavior can become an issue of discord between parent and teacher. Furthermore, if the 
problem goes unresolved even after communications the teacher may be likely to see limits 
to the benefits of parent involvement. 
Racial composition demonstrates two strong effects: 1) Teachers in predominantly 
white schools have more parent helpers in the classroom. 2) Teachers in predominantly 
black schools report using more parent involvement techniques with parents. Ogbu (1985) 
has pointed out the effects of cultural and language differences between dominant and 
minority populations. These factors may very well come into play when trying to 
understand the results of this portion of the study. Researchers have noted that minority 
populations sometimes feel shut out from participation in their community's schools 
(Comer, 1984; Penetito, 1981; Sasser, 1991) and this may help to explain both the 
participation by the majority population and the reaching out that was done in the schools 
serving minority populations. 
The results on the effects of parent characteristics provided interesting findings. 
The data suggested that teachers who use parental involvement strategies are likely to use 
them regardless of the parent characteristics. On the other hand, teachers who do not use 
parental involvement techniques often attribute their non-use to parent characteristics, 
arguing that poorly educated parents can not help and well-educated parents do not need to 
be told how to help. 
The data on the effects of teacher characteristics suggested two interesting insights. 
While the number of years of teaching experience does not seem to have much effect on the 
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use ol parental involvement techniques the level of teacher education does. Teachers with 
advanced degrees seem to have more positive attitudes towards parental involvement and 
are more likely to use such strategies. Becker and Epstein (1982) suggest that this may be 
because advanced training may provide greater awareness of different aspects of a teachers 
role. Conversely, Becker and Epstein speculate that the relationship might be in a different 
direction. It is possible that teachers who pursue advanced degrees may be those most 
\v illing to try activities such as parental involvement strate°ies 
This last speculation touches on the research into teacher self-efficacy. This 
research explores a teacher's general expectancy about his or her ability to influence a 
student and perform professional tasks (Ashton & Webb, 1986; Bandura, 1977; Gibson & 
Dembo. 1984; Hoover-Dempsey, Bassler, and Brissie 1987). Much of this work is 
indebted to Bandura's research into personal efficacy (1977, 1984, 1986). All of this 
research suggests that teachers who feel that their efforts are likely to be successful are 
more likely to involve parents in a wider range of activities related to their child's 
education. 
Literature on Personal Efficacy 
The concept of personal efficacy essentially is the belief that one can achieve a 
specific outcome one sets out to accomplish. Bandura (1977, 1984, 1986) examined 
personal efficacy as it related to behavioral change and found it to be a significant factor in 
an individual's approach to personal challenges and responses to obstacles to the attainment 
of that challenge. Bandura suggested that those who have a greater sense of personal 
efficacy are more likely to manifest the behaviors necessary to reach a specified goal. 
Furthermore, he suggested that those with greater personal efficacy are more likely to 
persevere in the face of obstacles. 
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This line of inquiry was adopted by several researchers in examining teacher 
behaviors. The concept of teacher efficacy was developed by Hoover-Dempsey, Bassler. 
and Bnss.c (1987) and defined as "teachers' beliefs that they are effective in teaching, that 
the children they teach can learn, and that there is a body of professional knowledoe 
available to them when they need assistance" (p. 421). Gibson and Dembo (1984) 
examined interactions between teachers and students and found that high-efficacy teachers 
provided less criticism to students and were more persistent in their efforts to help all 
students than low-efficacy teachers. Ashton and Webb (1986) found that self-efficacy was 
associated with student achievement in reading and math and with positive teacher 
behaviors. Poole. Okeafor, and Sloan (1989) found that self-efficacy was positively 
associated with the tendency to use new curricula. Smylie (1988) found that greater self 
efficacy was related to change in practices. 
The relationship of teacher efficacy to parent involvement in public schools has 
been examined by Hoover-Dempsey, Bassler, and Brissie (1987). Their study of 1,000 
teachers in a mid-southern state was designed to ascertain the role of certain variables 
(average socioeconomic status of families, average degree level of teachers, grade level, 
average class size, teacher efficacy, principal's perceptions of teacher's efficacy, and 
organizational rigidity) in the frequency and quality of parent involvement in selected 
schools. The authors reported that the most intriguing results of the study had to do with 
the teacher efficacy variable. The data strongly suggested that teacher efficacy played an 
important role in parent involvement in conferences, volunteering, home tutoring, and 
teacher perceptions of parent support. 
Hoover-Dempsey, Bassler, and Brissie replicated their findings in a later study 
(1992). They speculated that the positive relationship between teachers' sense of self 
efficacy and parent involvement was based on ''the logical probability that teachers with a 
higher sense of personal efficacy, being more confident of their teaching skills, are more 
likely to invite parent involvement and to accept parents' initiation of involvement 
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activities "(Hoover-Dempsey. Bassler. and Brissie. 1992. p. 288). They found that higher 
efficacy teachers reported higher levels of parent participation in homework, educational 
act iv d,es. volunteering, and conferences. Their data also lead them to suggest that teachers 
" "h h'gher Se'f efficacy are more tike,y lo judge parents as more efficacious. The research 
presents a powerful argument that teacher efficacy is a useful construct to use in 
understanding the behaviors of teachers and the relationship of teachers to parents. 
The study ol teacher efficacy, while illuminating and useful, provides but one-half 
of the parent involvement equation. A complimentary approach to understanding parent 
and school relations is the examination of parent efficacy. Some research has demonstrated 
a relationship between parent behaviors and parent efficacy particularly in the effect of 
parenting styles on children s social and cognitive development (Baumrind. 1971, 1973) 
This research led Hoover-Dempsey, Bassler, and Brissie (1992) to speculate that parent 
efficacy, "parents' belief and knowledge that they can teach their children (content, 
processes, attitudes, and values) and that their children can learn what they teach." (p. 288) 
may be an important variable in understanding parents' choices and decisions regarding 
school involvement. 
Hoover-Dempsey, Bassler, and Brissie (1992) found that parent efficacy was 
related to volunteering, educational activities, and telephone calls. Additionally the data 
suggested that just as efficacy may influence involvement, the increased involvement may 
in turn influence the parents' sense of efficacy. This interaction was also noted in the 
relationship of teachers to parents, because high efficacy in both parties leads to increased 
communication and subsequent coordination. When that coordination leads to increased 
student learning the efficacy of both parties is validated and strengthened. Hoover- 
Dempsey, Bassler, and Brissie believe that parent efficacy: 
may operate as a fundamentally important mechanism, explaining variations 
in involvement decisions more fully than do some of the more frequently 
referenced status variables (e.g., parent income, education, employment). 
We believe that self-efficacy is more significant than such status variables 
because self-efficacy beliefs, far more than variables describing an 
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human motivation. affect°and actionem"' d‘ °‘ Kmal de,e™iuants of 
Dempsey. Bassler. and Brissfe IW2. p'989' P- 1 l7^»' Hoover- 
The Effects of Parental Involve™-... 
The effects ot parental involvement have been explored by a number of researchers 
e toons of these vanous programs of research has been directed mainly a, students bu, 
•here also ate studies about the effects of parents and teachers. The following section wi„ 
examine these different studies. 
Effects on Students 
The section dealing with the early intervention 
programs described the literature on 
Head Start and Follow Through programs as producing positive effects on young children. 
The assessment studies came towards the end of the 1960s (Belief. 1969: Gordon. 1968. 
1969; Karnes, 1969; Levenstein & Sunley, 1968; Weikart & Lambie. 1969), with all 
reporting favorable data. Bronfenbrennert 1976) and Lazaret al.(1977) presented some of 
the most comprehensive reviews on the effectiveness of early childhood intervention. 
Them results supported the effect,veness of early intervention in improving the academic 
achievement of children 
Some studies have concentrated on the effects of parent involvement that was 
directed by teachers but took place in the home. These studies seem to indicate that 
children's academic achievement can be improved by parental involvement that takes place 
in the home (Comer, 1980; Gotts, 1980). These findings are supported by research that 
indicated parent and home variables are central to academic achievement (Mize. 1977; 
Schaefer, 1971). 
Henderson (1981, 1987) claim’s ’’it is beyond dispute: parent involvement 
improves student achievement. When parents are involved, children do better in school, 
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and they go to better schools" (Henderson. 1987. p. I) Henderson based her claim on a 
synthesis of 49 studies. A careful analysis of these studies reveals that many of them 
focused on family influence on achievement and not on the efficacy of particular school 
practices to involve families. 
Not all researchers share the uncritical praise for parental involvement. The parent 
involvement component of early intervention research has been analyzed by White. Taylor, 
and Moss (1992). They looked at 172 studies that had a substantial parent involvement 
component and categorized the interventions. They found that most interventions could be 
put into two broad categories: 1) Programs that used the parent to deliver assistance to the 
child and 2) Programs that provided some sort of assistance to the family. Then they 
divided these broad categories into more specific categories. They then analyzed the data in 
terms of frequency. Their findings reveal that the vast majority of early intervention studies 
(80%) focused on the parents as intervenors strategy. 
Table 1 
Types of Parent Involvement in Early Intervention Proorams 
Parent as intervenor: 
_Parent assistance to child 
Parent teaches developmental skills (e.g. motor, lan°ua°e self- 
help) to the child “ 
Parent/Child 
relations: 
Parent engages in activities to enhance attachment, bonding etc 
with child 
Sensory stimulation: Stimulation of the senses via activities such as spinning, rolling or 
stroking 
Parent as classroom 
aide: 
Parent serving as classroom aide tor their own or other children 
Help to parents/family 
emotional support: Providing psychological service, counseling, and/or support 
groups for parents and family 
Resource access: Assisting parents and family members to access available 
community and government resources such as child care, medical 
care, nutrition, and housing 
Parenting skills: Teaching parents generic child management skills, teaching values, 
etc. 
Job training: Providing education to parents in job-related skills 1 
knowledge of child 
development: 
Teaching parents about general child development (e.g., Piagetian 
stages, motor milestones, psychological states, etc.) 
Respite care: 
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These data are interesting tor two reasons. First, they identify the wide variety of 
parent involvement strategies that have been examined in research projects. Second, they 
suggest that the majority of research has focused on one dimension of parental involvement 
strategies while neglecting many other potentially valuable approaches. This criticism is 
particularly noteworthy if you agree with the results of White. Taylor, and Moss's 
conclusion: 
To date, however, we can find no credible scientific support for benefits of 
the nature described by prominent researchers, policy makers or 
administrators. More specifically, there is no evidence that the type of 
r^h'M V° Vemem used.ln Past research studies has led to greater benefits 
- L d-n' more cost efficient programs, better maintenance of effects or 
benefits for other family members''(White. Taylor, & Moss, 1992 p 120) 
It is important to be clear about this conclusion. White, Taylor, and Moss contend 
that their research indicates that the vast majority of early intervention research projects 
define parental involvement as using parents as supplemental intervenors in the education 
of their child. They argue that the effectiveness of this approach to early intervention is not 
supported by any research data. 
It has been suggested that the problem with much of the previous research on 
parental involvement in education is that it suffers from poor methodological quality 
(White, Taylor, & Moss, 1992). Questions of methodology in educational research require 
the examination of the scientific framework in which the research is conducted. White, 
Taylor, and Moss argue that research should be more appropriately designed, carefully 
targeted, and more rigorous in its standards. They believe that such research is possible 
and would produce more unambiguous and compelling results. This criticism has also 
been made by Epstein (1992a) when she calls for "more rigorous, analytic research on the 
effects on students of specific practices of partnership." (1992, p. 1142) 
The philosophical problems of scientific research have been beautifully summed up 
by Popper. In Conjectures and Refutations (1962) Popper discussed the relative merits of 
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scientific frameworks and described the problem as follows. "I wished to distinguish 
between science and pseudo-science: knowing very well that science often errs, and that 
pseudo-science may happen to stumble on the truth" (Popper, 1962,P. 33). 
ne dismissed 
.ne easy answer that they differ in their empirical methods and tnstead reframed the problem 
as differentiating between a genuinely empirical method and a pseudo-empirical method that 
appeals to observation and expenment but does not really meet scientific standards. He 
gave astrology as an example of the pseudo-empirical method that has a huge amount of 
empirical evidence based on observation and that, for some, seems to have a great 
explanatory power. He described the problem of theories based on pseudo-empirical 
methods as being the ease with which one could find verifications if one looked. On the 
other hand, he described genuine empirical theories as falsifiable, refutable, and testable. 
A central assumption is that theories and testing must follow deductive rather than 
inductive methods. It is dangerous to infer universal statements from singular cases. 
Therefore, a scientist should not try to verify a theory by demonstrating that it works in 
specific instances. Rather, the scientist should subject theories to experimental tests to 
determine how well the theory survives. At the core of his argument is the concept that 
theories are not verifiable. We cannot prove something. We can only say that a theory has 
not been refuted and that our course of investigation should continue. 
Popper s approach to scientific knowledge stands in contrast to human tendencies 
towards the acquisition of knowledge. There is evidence that individuals engaged in 
research will tend to design tests that confirm rather disconfirm their hypotheses even if 
they have been instructed that the job of a scientist is to disconfirm hypotheses (Mynatt, 
Doherty, and Sweeny, 1977; Doherty, Mynatt, Tweney, and Schiano, 1979). Certain 
research has even suggested a confirmation bias among highly trained NASA scientists 
(Mitroff, 1974). 
It seems clear that the research on the effects of parent involvement on student 
achievement requires a more rigorous scientific approach in order to produce results that are 
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less equivocal. The emotional appeal and the seeming common sense of parental 
involvement practices has clouded the research efforts that could have tied specific practices 
to specific measures of student achievement. Hopefully, future studies will be more 
carefully designed to avoid the mistakes of the past. 
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CHAPTER III 
DESIGN OF THE STUDY 
Introduction 
The purpose of this chapter is to describe the research methods employed in the 
study. Specifically, this chapter will detail the processes involved in the sample selection; 
the development of research instruments; the collection, analysis, and reporting of the data; 
and issues of reliability and validity. 
This study is consistent with Gay's (1976) definition of descriptive research in that 
.t seeks to answer questions concerning the current status of a particular population. The 
major purpose, therefore, is to collect descriptive data about the practices, opinions, 
attitudes, and conditions of kindergarten through third grade (K-3) teachers participating in 
the present study. It proceeds toward that end through the use of questionnaires and 
interviews. 
The Research Problem Restated 
The purpose of the study is threefold. First, the various ways that a specific 
population of teachers work with the parents of their students will be determined. The 
second purpose is to try to document the perceptions of individuals engaged in teacher 
directed practices of parental involvement in order to examine the similarities and 
differences in those perceptions regarding the rationale and the efficacy of various school 
and family collaborations. Finally, this study seeks to gather suggestions for improving 
the ways teachers and parents work together from both teachers and parents. 
Specifically, three research questions will guide this study: 
1. What are the various ways K-3 teachers work with the parents of their 
students? 
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andpar“"'^*~”--J1-,'ar't--S and diffcrences in 
parents 
and parents toward the efficacy of viHon!SJlVhfnPerCep^ons ot'teachers 
n rp rc ) - * nous ways that teachers work with 
and family partnerships? PQrentS SUggest as pnonties for improving school 
Selection of the Sample 
In US initial phases this study was to focus exclusively on a population of teache. 
and parents in schools that participate in the Massachusetts Learning Conuuuni.y of the 
N’ational Coalition for School Improvement. The researcher was familiar with the 
population and. due to professional experience and physical proximity, had access to this 
population. This origtnai focus was expanded. It was decided that while parts of the study 
could continue to focus on the Massachusetts Learning Community, the study would 
benefit from a broader data set provided by members across the National Coalition . 
Research Question I is addressed by considering data from the broader and more 
diverse population of 23 National Coalition elementary schools. These data, while not 
being generalizable to all elementary schools, could provide a broad picture of the practices 
elementary teachers use in working with the parents of their students. These teachers also 
generate data that illuminate aspects of Research Questions 2 and 3. 
Question I deals exclusively with teachers. Questions 2 and 3 require data from 
both teachers and parents. The cost, in both time and money, of collecting data from 
parents and teachers in the various locations across the United States is beyond the 
resources of this researcher. AH research is a delicate balance of intellectual curiosity on 
one side and the constraints of time and available resources on the other. Researchers must 
continually face the task of choosing sampling strategies and methodologies that yield 
useful data in a cost-effective manner and within certain time frames. Therefore, data are 
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collected from both teachers and parents in the Massachusetts l eam,„-C , „ 
ls Leammg Communitv. hut 
only from teachers in the other Learning Communities across the country. 
The National Coalition schools are involved in the process of self-examina.ion as 
regards tssues of increasing student learning and improving a„ children's access to a 
quahty educate It is hoped that the results of this study may be of help to these schools 
thC PUrSU,t °f the'r 8°alS- AIS°- beCaUse 'he National Coalition schools are actively 
involved m educational improvement, i, is likely that the teachers will be working with 
parents in many way. Hence, the chance of obtaining useful data about teacherld parent 
collaboration is enhanced by using National Coalition schools in the study. 
h was decided that the sample for Question 1 would be drawn from the entire 
population of the elemental schools participating in the National Coalition for Improving 
Learning and that the sample for Research Questions 2 and 3 would be dniwn primarily " 
from the subset of Coalition schools located in Massachusetts. I, was Understood that the 
dab, for Questions 2 and 3. although primarily from this subset, would be supplemented by 
data from the entire population. 
The National Coalition for Improving Learning is an organization of 80 schools in 
eight locations across the United States. The group is composed of elementary, middle, 
and secondary schools that come together to address issues of increasing student leamino 
and to consider ways that schools might better facilitate that end. The study was proposed 
to the facilitators of the member schools at the 1993 Spring Facilitators meeting held in 
Chatham. Massachusetts. At that meeting the facilitators of the elementary schools that 
participate in the Coalition expressed an interest in the study. They agreed to advocate the 
study to the principals of individual schools, but they pointed out that the final decision on 
participation was the prerogative of the individual principals. 
With this information a mailing list was generated of the 42 elementary schools that 
participate in the Coalition. It was established that there were approximately 600 K-3 
teachers working within these schools. The decision was made to use this entire 
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population as the samp,e for Research Question I. The organization of schools usually 
provides foret.ua, numbers of classes a, each grade, therefore this decision provided this 
«udv with an essentially stratified sample that ensured a roughly proportionate ratio of 
teachers at each ot the K-3 grade levels 
A letter was composed as a follow-up to the spring meeting of the National 
Coalition Facilitators (see Appendix A). This letter reiterated the purpose of the study and 
asked the facilitators to speak to the building principals about the study. Responses to this 
letter indicated that building pnncipals had been contacted and that they had expressed a 
willingness to participate. The stage was set for the development and disbursement of the 
research instrument. 
After telephone consultations with the facilitators, the decision was made to entrust 
•he disbursement and collection of research instruments to the building principals. It was 
decided that an appropriate number of instruments would be sent to each school principal 
and that those principals would subsequently collect the instruments and return them. 
There was no time limit set by the researcher, but i, was assumed that the principals and 
teacher would negotiate a time frame in which to complete the instruments. 
By the time the proposal for this study was accepted and the instruments were 
developed the end of the school year already was approaching for some of the southern 
schools that dismiss for summer recess earlier than northern schools. This circumstance 
necessitated a limiting of the sample. It was determined that 23 of the schools would be 
available for participation in the study. This reduced number yielded a possibility of 274 
K-3 teachers for the sample. 
The sample selections for Research Questions 2 and 3 were made within the 
Massachusetts Uaming Community, a subset of the National Coalition population. The 
Massachusetts Learning Community is located in western Massachusetts and is composed 
of rural, suburban, and urban schools. The population from which this sample was drawn 
is the 64 K-3 elementary teachers in the National Coalition schools in the Massachusetts 
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. -van^ •helomiliesoflheir stud.nls. The individual parents were (he 
f-", -ho assumepnm.s, .„ 
school. 
I. was decided that the sample would consist of teachers who are recognized as 
outstanding in their approach to communicating with the families of their students. The 
sample was a purposeful sample concentrating on extreme cases. Patton (1980) 
recommends this approach when there is a General 
sense of the variation of prevailin 
practices and the research is being conducted under the constraints of limited resources. He 
suggests that (he study of extreme cases "becomes a question of understanding under what 
conditions programs get into trouble and under what conditions 
excellence” (Patton, 1980, p. 101). 
programs exemplify 
In consultation with principals and teachers, the researcher identified 5 teachers 
who were considered to be most effective in working with parents. This choice adheres to 
Patton's admonition to choose cases one can "learn the most from" (Patton, 1980, p. 101) 
Thts group was chosen precisely because they utilize well-defined practices for working 
with the families of their student. Therefore, it is assumed that both these teachers and 
the parents of their students are likely to be aware of the specific practices used by the 
teachers for working with the parents. Further, both the teachers and the parents are likely 
to be able to discuss and reflect upon these practices. 
The sample teachers were contacted by the principal and given a preview of the 
study. They were then contacted through the mail or telephone by the researcher and 
meetings were arranged. See Appendix B for a copy of the letter that was sent to the 
participants. During those meetings the instrument was administered and the parent sample 
was generated. 
The selection of a parent sample was accomplished with the help of individual 
teachers at the end of each meeting. Teachers were asked to generate a list of parents who 
mieht be willing to participate in the study. The teachers furnished the researcher with 
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telephone numbers and addresses facilitate contact. In many instances the teachers had 
already spoken to parents about participating because they had been made aware of the 
scope ot the study during the initial contacts. In this fashion 8 families were selected. 
These families were contacted by telephone and appointments were made. 
Development of Research InstmmenK 
Epstein's (1987a) theoretical perspective for investigating school and family 
partnerships, the theory of overlapping spheres of influence discussed in Chapter II. was 
formulated to direct researchers toward an investigation of the effects of specific 
connections between schools and families. She suggested that, in particular, "the effect of 
different practices of partnership on the interpersonal contacts, attitudes, and behaviors of 
the participants” (Epstein, 1992, P. 1141) was a valuable direction for research to take. 
Although there has been research on this topic (Epstein, 1986) additional exploratory work 
still is necessary. 
It has been suggested that in the early stages of investigation in any given line of 
inquiry the major purpose of the research should be exploratory or descriptive (Davitz & 
Davitz, 1967) rather than dealing with specific hypothesis. It was with this admonition in 
mind that the search for appropriate methodologies to answer the research questions was 
begun. Recognizing that the underlying purpose of this research question was to describe 
current practices as they exist within the population under investigation, and that the current 
state of knowledge in this line of inquiry still is developing, it seemed a prudent decision to 
employ both exploratory and descriptive methodologies. 
All research is a delicate balance of intellectual curiosity on one side and the 
constraints of time and available resources on the other. Researchers must continually face 
the task of choosing methodologies that yield useful data in a cost-effective manner and 
within certain time frames. The design of this study seeks to match appropriate 
methodologies to the questions being asked. 
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The research questions dictated methodological approaches. Research Question I 
exploratory in nature. The dearth of literature delineating the practices teachers use in 
working with the parents of their students necessitated a methodological approach that 
would establish some baseline data. The sample selection reflected this desire to establish 
broader data base. Furthermore, the disparate geographical locations influenced the choice 
ot instruments. The sample selection used for Research Questions 2 and 3 allowed a 
greater latitude in choosing a methodological approach. The following paragraphs will 
detail the development of the two separate instruments used to answer the research 
questions. 
Research Instrument I: Creation of Pilot Questionnaire 
A variety of research methodologies were considered before one was finally 
chosen. Because of the geographical diversity of the target population, a self-administered, 
marled survey questionnaire was deemed the most efficient method of collecting the 
information on the practices teachers use in working with the parents of their students. 
The advantages of this methodology- low cost, easy establishment of contact, large sample 
in a short time, ease of completion to the participant, less bias from personal contact with 
the researcher, familiarity of most individuals with the methodology, uniform question 
presentation, and ease of tabulation, as well as the disadvantages-low response rate, 
questions of reliability and validity, question limitations, prejudice against questionnaires, 
impersonalization, to name a few have been explored by Berdie and Anderson (1974). On 
balance, the survey questionnaire seemed the appropriate choice. As Patton (1980) has 
said, ’'Strategies and trades-offs-these two themes go together. A discussion of design 
strategies and trade-offs is necessitated by the fact that there are no perfect research 
designs” (Patton, 1980, p. 95). 
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Questionnaires usually are either descnptive or predictive and this difference affects 
•he design (Ubaw. ,980). Predictive ques,ionna,res are interested in predicting hehav,or' 
and therefore establish hypotheses about future events and ash people to respond to the 
mVemed SCenanOS- DeSCnp,i Ve ques"°“- •«* other hand, are concerned with fact 
tinding. This study, being descnptive in nature, relies on a descriptive questionnaire. 
The design of the questionnaire began with a gnd that had all the possible ways that 
teachers interact with parents as one axis, and 14 different reasons a teacher might have had 
lor interacting w„h parents on the other axis. The list was generated from two sources 
Ftrst. Epstein and Becker's (.982) survey of teachers' reported practices of parent 
involvement provided a basis from which to star,. Epstein and Becker surveyed 3,700 
teachers in Maryland and generated extensive data on practices that teachers used in 
working with the parents of their students. Second, the Metropolitan Life survey of the 
American Teacher (Harris, 1987) provided more data on practices used by teachers. These 
data were used to generate a list that was then discussed with classroom teachers. The 
resuus of these discussions were then formalized into a questionnarre. The document was 
then brought back to the teachers for impressions and criticism. Simultaneously, the 
instrument was brought to a statistician for comments on it's form and for suggestions as to 
how the projected data could be analyzed and manipulated. So began a long process of 
questionnaire development. 
Questionnaires have been described as a gestalt (Labaw, 1980, p. 12) in that they 
are greater than the sum of their parts. They have also been called an art and no, a science 
(Payne, 1951) because of the way they develop. One could compare the development of a 
questionnaire to writing a piece of music. It is not a linear process. One follows paths and 
develops sections that influence and are influenced by the other sections. Elements and 
themes must be handled simultaneously, with care given so that no one part over 
overwhelms the whole. 
68 
In the development of this questionnaire, questions of content, form, ease of 
completion, demands on the participant were considered. Accuracy and precision also 
were important goals. For this reason the initial stages of the development were brought to 
educators and colleagues for criticism and sugoestions. 
Preliminary Testing of the lnstn.Tw.nr 
When the firs, draft was complete, a field test was arranged to test the instrument in 
terms of meaning and task difficulty. A participating field test was conducted with a 
teacher from the Southern Berkshire Regional School District. It has been suggested that 
conducting participating pretests (where the participant and the researcher discuss the 
mstrument while it is in use) are useful for honing the instrument (Converse & Presser, 
1986). A simulated research setting was established and the researcher was present while 
the subject filled out the questionnaire. The researcher recorded difficulties, answered 
questions, and noted suggestions made by the participant. 
The first pretest revealed a number of problems in format and content. The 
instrument was revised and a second pretest was scheduled with the faculty in an 
elementary school in the Berkshire Hills Regional School District. Again, this was a 
participating pretest. This time nine teachers responded to the instrument. There was 
agreement among subjects as to a lack of clarity in several items that subsequently were 
rewritten. It was during this process that a list of 21 practices teachers use for workin° 
With the families of their students emerged. These practices, although not necessarily 
employed by all the respondents, were recognized as practices used or discussed by 
elementary school teachers. At this point the instrument was again submitted to colleagues 
for criticism and some additional changes were made. 
The third field test was conducted with two different teachers from the Berkshire 
Hills Regional School District. At the end of this field test, the questionnaire and data were 
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reviewed by the researcher and his colleagues, 
survey was reworked into a 6 page instrument. 
What had begun as a ramblin° 
& ’ I 1 page 
Description of the Final Insti-nm..., 
The Ways Teachers Work With Parents survey, hereafter referred to as the 
WTWWP, is a four page document that includes: an introductory letter, demography 
questrons, three sections soliciting open-ended written responses, and a questionnaire 
containing closed questions on 2. practices teachers use in working with the families of 
-heir students. The different sections of the survey will be discussed in the following 
paragraphs. Please see Appendix C for a copy of the instrument. 
The first page contains an introductory letter describing the purposes of the survey 
and giving directions on how to return it. The brevity of the letter was made possible by 
the advance work done by the National Coalition Facilitators and the cooperation of the 
principals. These people distributed and collected the survey and saw to it that the 
responses made their way back to the researcher. 
The first page also contains a section that solicits two items of demographic 
information. The teachers were asked to tell the number of years they had taught and what 
grade they presently were teaching. These two pieces of demographic information were 
sought for several reasons. First, this portion of the research is exploring the practices and 
no. the individuals who employ them. It was felt that the standard demographic questions 
included in many surveys might be off-putting to the respondents. Also, it was felt that 
more space devoted to demographic questions might impinge on the aesthetic of the 
instrument. 
Second, the literature on parent involvement has examined a number of teacher 
characteristic variables such as level of education (Becker & Epstein, 1982; Corwin & 
Wagenaar, 1976), teacher efficacy (Ashton, Webb, and Doda, 1983; Hoover-Dempsey, 
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Brassier, and Bnssie. 1987). and grade level (Becker* Epstein. ,982). The effect of the 
number of years of experience on the usage of parental involvement practices was 
examined by Beekerand F.pstein (1982). They found that there was a slight effect on the 
use of practices if a teacher was in his or her firs, or second year, but that otherwise the 
number of years of experience was no, an important variable. It was decided that this 
teacher characteristic should be examined more fully. 
U was decided that the present study would look to see if grade level was a variable 
within the K-3 grade span. While it has been observed that lower grade levels are 
assoc,ated with increased teachers use of parent involvement techniques (Becker & Epstein. 
1982), the comparison usually pits elementary against the higher levels. The research 
indicates that the level of parent involvement is highest in preschool and elementary grades 
and subsequently decreases in the higher grades (Dauber & Epstein, 1988; Epstein, 1986; 
Stevenson & Baker, 1987), 
Page two of the survey gave the respondents an opportunity to describe the three 
top priority practices they had used in working with the families of their students. The 
respondents were given three spaces in which to write a description of their priority 
practices. Adjacent to each of these three spaces were additional spaces in which to write 
the purpose for the practice, an estimate of the percentage of parents the practice was 
intended for, and make a judgment on the efficacy of the practice. An example of how the 
question might be answered was given to aid the respondents in determining what was 
required. 
The choice of an open-ended format for this section of the survey was made for 
several reasons. First, this study was carried out under the auspices of the National 
Coalition. The bases of the relationships within this organization are collegial and 
cooperative. It was felt that an exclusively closed question design would not be in the spirit 
of the organization, nor would it reflect an appropriately respectful stance of the researcher 
toward the respondents in light of their willingness to participate. Labaw is of the opinion 
71 
.ha, when preceded or Cosed questions are used to the exclusion of open-ended questions. 
the researcher's actions may be interpreted as insensitive and arrogant. (Labaw. 1980. 
p. 133) 
Second, open-ended questions are considered essential to understanding complex 
issues (Labaw, 1980). This type of question allows the respondents to have their say. 
which is, after all, the central purpose of a survey. When respondents have their own say 
it provides the researcher with insights as to how the respondents interpret the questions. It 
also allows the researcher to measure the intensity of the respondents feeling, and it allows 
the researcher to determine whether the respondents understood what the researcher was 
getting at. 
Finally, the open-ended design provided the researcher with some data to compare 
with the following closed-question section of the survey. The open-ended section asks the 
participants to describe, in their own words, their priority practices and then explain the 
purposes for those practices. The following closed-question section asks the participants to 
indicate whether or not they used any of 21 listed practices. It is assumed that there will be 
some correspondence between the two sections. 
The issue of analysis, specifically the coding of open-ended questions, has led to 
some criticisms of open-ended questions. Dillman (1978) has argued that open-ended 
questions present difficulties in "constructing meaningful variables for statistical analysis" 
(p. 88). Labaw (1980) counters that criticism by arguing that this problem can be 
addressed by careful coding. She suggests that coding strategies must concentrate on 
concepts and that the coders must be sensitive to the nuances of written answers. 
Pages three, four, and five contain the closed question portion of the survey. This 
section begins with instructions for completion and an example of how to answer the 
questions. This section is designed around 21 teacher practices that are intended to produce 
increased parental involvement. For each practice, the respondents were asked three 
questions. First they were instructed to indicate whether or not they had employed the 
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practice during the course of the current school -r, 
Uirrcnt school year. The second and third questions were 
dependent on a ves answer If thp 4 
hC reSf,0nde"ts ‘'"'swered yes to a practice, they were then 
asked to estimate the percentage of parents. 25%. 50% 
. 75%, or 100%, they had reached 
-sing this practice. The respondents were then asked whether they constdered the 
not effect,ve, somewhat effective, effective, or vety effective. 
practice 
as 
s 
The combination of open-ended and closed items on a survey has been descnbed 
an efficient method of generating a more profound understanding of what the respondent 
actually are saying (Ubaw, ,980). The closed questions provide data that can be analyzed 
statistically. These data are then supplemented by the open-ended questions which oive 
meaning to the statistical count. This study followed this prescnption and asked 
respondents to describe, in their own words, the priority practices they used in working 
with the parents of their students. The open-ended questions were immediately followed 
by a section in which respondents were asked to indicate whether or not they had used 
of a selected list of practices. I, is hoped that a better understanding of teacher practices 
might be achieved through a comparison of the data generated by these two sections. 
The closed-question section of the survey included two other parts. Each of these 
parts was contingent on an affirmative answer to any of the 21 practices. If an affirmative 
answer were given to a particular practice, the respondent was directed to estimate the 
any 
percentage of parents the practice was intended to reach. This information was considered 
necessary to understand how each practice was being implemented. 
Respondents who indicated they had used a particular practice were also asked to 
evaluate the effectiveness of that practice. This limited the judgments on the effectiveness 
of particular practices to those who had actually used them. I. was felt that only those who 
bad used a particular practice were in a position to judge its effectiveness. 
Page six of the survey contained two more open-ended sections. The first provided 
respondents with space in which to write practices that had not been mentioned in the 
survey. This was designed to catch practices that were not recorded in the priority practices 
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section nor in the closed question section. The last section asked 
recommendations for helping parents and teachers work toother 
respondents to list 
more effectively. 
Distribution and Collection of the Survey 
The survey questionnaire was distributed to the teachersample in May of 1993, In 
most instances packets of surveys and an introductory letter (see Appendix D) were sen, to 
.he principals of the participating schools. These principals had previously been contacted 
by .heir local National Coalition Facilitators, local school administrators who act as 
intermediaries between the Coalition and individual schools, and informed of the study. 
The principals then distributed the surveys to the teachers in their buildings and se, up their 
own system of collection. In several instances facilitators were sen, packets of surveys that 
.hey subsequently distributed to the principals of individual schools. 
The facilitators, principals, and teachers were very supportive of the study and 
cooperated with the data collection. The teachers returned the questionnaires to their 
principals, who then returned them to the National Coalition headquarters in self- 
addressed, stamped envelopes that had been provided for the purpose. The completed 
surveys arrived at the National Coalition offices between June and August 1993. 
Analysis 
The WTWWP survey was comprised of open-ended questions and closed 
questions that consequently produced two distinct types of data. The data from the open- 
ended questions came in the form of written sentences, phrases and one word responses. 
The data from the closed question portion consisted of yes/no responses and likert-type 
responses. These different types of data required different methods of analysis. 
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The purpose ot the first set of open-ended questions was to develop a picture of the 
practices teachers use to work with the families of their students and to discover the 
intended purpose ot those practices. The data from these open-ended questions were 
t ran sen bed and stored as word-processing files on a computer. The researcher then 
tabulated the percentages and frequencies of the responses. Next the data were categorized 
and grouped into themes according to how teachers work with the families of their 
students. The intended purposes of these practices also were examined. 
The other set of open-ended questions was designed to elicit suggestions for ways 
that parents and teachers could work more effectively with each other. These responses 
also were transcribed and stored as word-processing files. The data were analyzed for 
frequencies and percentages. Then the data was categorized and grouped into themes. 
The closed questions were designed to examine the teacher's use of 21 selected 
practices. The data consisted of yes/no answers and likert-type responses that were coded 
and stored as data files. The treatment of the data included the use of both descriptive and 
inferential techniques. The data were analyzed using the Statistical Package for the Social 
Sciences (SPSS). Descriptive statistics, the calculation of frequencies, percentage 
distribution, and means were generated to provide an overall picture of the data. Then 
inferential statistics. Analysis of the Variance (ANOVA), and Factor Analysis were used to 
determine if there were any differences between or among groups. 
Reporting of Results 
The goal of the WTWWP survey was to present a picture of the practices used by a 
particular group of teachers in working with the families of their students and to present the 
suggestions of those teachers on ways that parents and teachers could work together more 
effectively. Since the survey produced two distinct forms of data, the presentation of the 
data was determined by the methodologies. 
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First the demographic data were presented as tables. Then the data from the open- 
ended questions on priority practices were presented as researcher identified themes that 
were reflections ot the conceptual categories that arose from the analysis of the data. These 
themes were presented in the words of the researcher and then illustrated by quotations 
from the respondents. 
The data from the analysis of the closed questions were presented in a variety of 
fashions. The results of the descriptive statistics were presented as tables. The results of 
the interpretive statistics were discussed. 
Finally, the data from the open-ended questions requesting recommendations for 
improving the working relationships of parents and teachers were categorized and 
presented in researcher identified themes illustrated by quotations from the respondents. 
Issues of Validity and Reliability 
Issues of validity and reliability of research instruments seem to vary depending 
upon the field of study and the methodological approach. Validity and reliability mean 
different things to chemists than they do to social scientists. Likewise an ethnographer has 
different criteria for validity and reliability than does someone involved in experimental 
research. While there are disagreements as to particulars, there are basic agreements as to 
the broader definitions of these two concepts: Validity refers to the sense that an instrument 
is actually measuring what it sets out to measure and reliability refers to the extent to which 
an instrument will consistently elicit the information it is designed to measure. 
The issue of validity for the Ways Teachers Work With Parents (WTWWP) survey 
must be considered in light of the delimitations outlined in the introduction and the type of 
design chosen for this study. This study was intended to examine the practices of a 
particular population with no expectations of generalizing the findings beyond the 
population being examined. This delimitation suggests that the establishment of external 
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validity is no, of prime importance to this instrument. Further, the descriptive design 
chosen for this study suggests that Campbell and Stanley (1963) criteria for determining 
internal validity of experimental and quasi-expenmen,al research designs may no, be 
appropnate. Rather, i, was determined that issues of validity would be better served bv 
addressing the appropriate types of validity that a questionnaire design could reasonably be 
held to. 
To begin with, questionnaire items are considered valid if they were successful in 
eliciting true responses that are relevant to the information desired (Goode & Hat,. 1962). 
This means that the respondent must understand and respond to an item in the way that the 
researcher intended. One way to ensure a valid response is to take great care in the 
selection and phrasing of the items. The selection of each item must be such that the 
respondent has had some experience or knowledge of it so that the respondent will not have 
to guess. The questions on the WTWWP survey were chosen because of thei r relation to 
the work of the topical classroom teacher and were pre-tested on classroom teachers. 
Another factor that must be recognized is that questioning certain types of activities 
may elicit untruthful answers, because the respondent might seek anonymity, or hope for 
personal gain by providing an untruthful answer. This threat to validity was neutralized in 
two ways. First, the nature of the required responses were not personal in that they reflect 
the public behaviors that would be recognizable anyway. Furthermore, the responses were 
designed to be anonymous and therefore could bring neither gain nor censure to the 
individual. The issues surrounding the respondents understanding of the questions and 
truthfulness of the respondent's responses were dealt with by ensuring that the 
questionnaire had construct validity. 
Construct validity as described by Cook and Stanley (1979), refers to the degree 
to which abstract terms, generalizations, or meanings are shared across times, setting, and 
populations. This is not the only interpretation of construct validity. LeCompte and Goetz 
(1982) argue that construct validity can also be construed as the degree to which 
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The WTWWP survey can also make a claim 
to content validity. A careful readino 
of ,he development of the WTWWP survey provides evidence tha, supports the content 
validity of the instrument. The instrument was based on the theoretical model of the basic 
obligations of schools towards families offered by Epstein (.992a). This model suggests 
the kind of contacts schools make to the families of their constituent families. The 
WTWWP contained all of the practices suggested by this model. 
Furthermore, the WTWWP survey was derived from the 
empirical findings of 
several studies. Becker & Epstein's 1982 study of teacher practices of parental 
involvement examined 14 specific teaching practices that involve the parents of students. 
The 14 specific items were contained in the early versions of the WTWWP survey though 
they were later altered to meet the needs of this study. Similarly, the American Teacher 
1987: Strengthening Links Between Home and School survey also was used to provide 
data on teacher practices of working with the families of their students. 
Face validity is a determination tha. a research instrument is an appropriate and 
effective tool for acquiring data. The aesthetic quality of an instrument as well as the 
content and presentation can affect response rates and how carefully a respondent answers 
the questions. Great care was taken in the development of the WTWWP so that it would 
have face validity. The wording of the introductory letter was such that it addressed the 
participants as colleagues and explained the importance and benefits of the study. In 
addition, the directions provided examples of the form of response to aid in completion of 
the document. Finally, great care was taken in the graphic design of the instrument to 
ensure that it would be perceived as an attractive and professionally prepared document. 
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I n order to ensure that the instrument was attractive and acceptable to potential 
respondents, it was pre-tested on teachers on a population related to the study population. 
The responses to the pre-tests indicated that respondents considered the form attractive and 
the content interesting. Several participants to the pretest expressed interest in the study 
and asked to be informed its results. These indications support a claim of face validity. 
Reliability 
The concept ot reliability, when applied to questionnaires, is an assessment that a 
question will consistently convey the same meaning to each respondent. In order to be 
considered reliable, it is necessary that a question be interpreted the same way each time a 
respondent reads it so that the researcher can be reasonably sure of the meaning the 
respondent had in mind when he/she answered it. If the meaning is consistently interpreted 
by the respondents, then it can be assumed that the resultant data are a representation of the 
natural variations in the phenomenon under investigation and not merely artifacts of the 
specific research situation or the individuals involved. 
There are two pieces of evidence that can be given to support a claim of reliability 
for the WTWWP survey. First, the process of development and pre-testing yielded some 
insight into the reliability of this questionnaire. The development process included several 
critiques of the questionnaire by colleagues and members of a graduate seminar. These 
various critiques revealed that the questions tended to be interpreted in consistent ways. 
This observation also was supported by the critiques of the questionnaire offered by 
practicing K-3 teachers who were consulted during the development of the questionnaire. 
The pre-testing of the questionnaire offered further evidence of the consistency of 
interpretation of its various items. The responses of the individuals participating in the pre¬ 
test revealed similar interpretations of the individual questions. In particular, the comments 
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made during the participating pre-test demonstrated a consistent u 
information being sought. 
nderstandin« of the 
v_ 
Research Instrument H: Interview Guide 
While Research Question 1 seeks to describe prevailing practices of teacher-parent 
interaction in elementary schools. Research Question 2 seeks to understand the way those 
practices are perceived by the parties involved. To reiterate, the purpose of Research 
Question 2 was to try to document the perceptions of individuals engaged in teacher 
directed practices ot parental involvement in order to examine the similarities and 
differences in those perceptions regarding the efficacy of various school and family 
collaborations that are initiated by the teacher. It was hoped that these data might provide a 
richly detailed picture of the relationships between teachers and parents who are working 
together to educate children. 
Since the focus of this research question is on the perceptions of selected 
individuals, a combination of the Interview Guide and the Standardized Open-Ended 
Interv iew Approach (Patton, 1980) was chosen as the most appropriate methodology to 
collect the desired data. Both the interview guide and the open-ended interview portions of 
this approach required the development of instruments to be used by the interviewer in the 
conduct of the interviews. 
Development of Instrument II 
An interview has been described as "A purposeful conversation, usually between 
two people; directed by one in order to get information" (Bogdan & Biklen, 1982, p. 35). 
The purpose of the interview is to access the perspective of the subjects in order to 
document their feelings, thoughts, expectations, and intentions (Patton, 1980). The 
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intended product ot an interviewis descriptive data comprised of the subject's own words. 
These data allow the researcher and the reader to look through the subject’s eyes, to see 
events and experiences from the subject's point of view. 
I wo corresponding interview instruments were developed by the researcher for the 
purpose ot collecting data trom the teachers and parents. The development of these 
instruments followed interviewing guidelines suggested by various researchers workino in 
© 
qualitative research (Bogdan & Biklen. 1982; Guba & Lincoln. 1981; Patton. 1980; 
Seidman. 1991) to increase the likelihood of accumulating relevant data. 
The initial instrument was designed as a combination of several interview 
methodologies described by Patton (1980): interview guide, standardized open-ended 
interview approach, and closed quantitative interview. Each of these methodologies offers 
different advantages. The interview guide allows the exploration of ideas and information 
unanticipated by the researcher. The standardized open-ended predetermined questions 
ensures consistency in the asking of questions and minimizes differences from interview to 
interview. The closed quantitative interview is similar to a questionnaire and focuses on 
specific yes or no questions. 
While similar in content, the instruments for teachers and families were subtly 
different to reflect the respondents respective perspectives of the phenomenon under 
investigation. The questions were carefully designed to elicit the information required by 
the research question and yet allow the individuals to elaborate in ways possibly 
unanticipated by the researcher. 
The initial teacher instrument was designed to elicit a detailed description of the 
ways in which the teacher has worked with the parents of her/his students. The teacher 
was asked to describe carefully specific actions he/she has used in working with parents 
and to explain the outcomes those actions were intended to achieve. The instrument was 
very similar to the questionnaire developed for Research Question 1, but it differed in 
several important ways. First, it contained a far more extensive background information 
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section. Second, the questions included a variety of probes designed 
subjects to elaborate on their practices and to give details. 
to prompt the 
The parent instrument was designed to be a mirror of the teacher instrument. It was 
designed to focus the attention of the parent on practices described by the teacher in her/his 
interview and to elicit the parents perceptions of and responses to those practices. It also 
used a variety of probes to bring out more detailed information. 
Pilot Study 
Once the interview instrument was constmcted it was field tested in a pilot study. 
The pilot study was conducted precisely as it would be for the research project: 
An elementary teacher, noted for her skills in involving the parents of her students in 
their child's learning, was identified through conversations with an administrator. 
That teacher was contacted and interviewed. At the close of the interview the teacher 
was asked to provide a list of two categories of families, those with whom the teacher 
had a positive relationship and those with whom the teacher had a strained or 
nonexistent relationship, who might be interviewed. 
One family from each category' was contacted and interviewed. 
The interviews were transcribed and saved as word processor files. 
The pilot study provided invaluable experience and insights that aided in the design 
and execution of the present study. Several changes were made in the interview aUides 
based on the pilot work. In addition, the parent selection was altered as a result of the data 
collected in the pilot study. Finally, the pilot experience provided insights into the process 
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of interv iewing that were incorporated into the design of the present study. The lessons of 
the pilot study will be detailed in the following paragraphs. 
The pilot study revealed the need for some changes to the teacher interview gu,de 
and the parent interview guide. The teacher guide was refined to targe, more carefully the 
data sought by the study. The parent guide was tailored to incorporate the data gathered in 
teacher interviews. The changes made the parent interview guide more accurate in 
gathering the data it was intended to elicit. 
The parent selection process was altered because of the pilot study. The original 
design called for the selection of two categories of families: those with whom the teacher 
had a positive and productive relationship and those with whom the teacher had a strained 
or nonexistent relationship. While the interview with the parent who had positive 
relationships provided extensive data on the teacher’s practices, the interview with parent 
who had a strained relationship provided a lot of extraneous data that confounded the 
purpose of the interview. It seemed that the strained relationship was not the result of the 
practices of the teacher but rather the result of years of unsatisfactory interaction with the 
school. As a result of this finding it was decided that the selection of parents would be 
limited to those who had a positive and productive relationship with the teacher. This 
decision adheres to Patton's admonition to choose situations one can "learn the most from’ 
(Patton. 1980, p. 101). 
The pilot study also provided a number of lessons in interviewing. First there was 
the lesson of allowing the participants to answer questions in their own time. This is 
described as wait-time (Locke, 1989). It is important to allow enough silence between 
questions so that the respondent has the time to think and to organize a response. A second 
lesson was the establishment of a comfortable interview atmosphere. Finally, the careful 
use of phrases to elicit elaboration was recognized as a result of the pilot study. 
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Selection of the Participants 
Five teachers, noted for their skills in involving the parents of their students in their 
cluld s learning, were identified through conversations with administrators and teachers in 
the Massachusetts Learning Community of the National Coalition for Learning. Three of 
the teachers were contacted by these administrators. The administrators described the study 
to these teachers and asked if they would like to participate. The three teachers agreed and 
phone contact was made by the researcher for purposes of setting up interview 
appointments. 
The other two teachers were identified by the researcher and contacted directly. 
They subsequently agreed to participate in the study. The group of teacher participants 
included one third grade teacher, two second grade teachers, one first grade teacher, and 
one kindergarten teacher. 
At the end of each teacher interview the teachers were asked to generate a list of 
parents who might be interested in participating in the research. In most instances the 
teachers had already contacted parents and secured participation. The teachers supplied 
names and telephone numbers. These individuals were subsequently contacted and 
appointments made. In this fashion 10 parents were contacted and agreed to participate in 
the research. 
Interview Procedure 
The interview appointments followed a protocol designed to inform the participants 
fully about the research. Ethical considerations demand that several topics should be fully 
explained in any research setting so that participants can make an informed choice about 
participation in the study. First, the researcher explained efforts that would be undertaken 
to provide anonymity. Second, Merriam (1988) has suggested that issues of motives and 
84 
intentions should be explained. The third considers ion, suggested by Seidman (1991), 
dealt with informing the participants that they would have r 
an opportunity to view the 
U mien product. Fourth, the participants were told that they would not he entitled to any 
royalties accruing from the study. Finally, the participants were told the overall plan of the 
project. These considerations were outlined in the consent form (Appendix E) signed by 
each of the participants. 
The interviews with the teachers and parents were conducted over the period 
extending from January to June 1994. The interviews were tape recorded and notes were 
taken. Immediately following the interview the researcher recorded observations 
concerning the interview. Patton (1980) suggests that the period immediately following the 
interview is critical to the rigor and validity of the measurement. He su°°ests that: 
The interviewer should note where the interview occurred, who was 
present, observations about how the interviewee reacted to the interview 
°^erVatl?”Srab°Ut the interviewers own role in the interview, and any 
additional information that would help to establish a context for interpretino 
and making sense out of the interview. In any case it is a time of qualitv 
contro11(> guarantee that the data obtained will be useful, reliable, and valid, 
(ratton, IVoU, p. 251) 
After each teacher interview the researcher listened to the tapes and recorded the 
practices the teacher had reported using with the families of his/her students. This initial 
review of the data allowed the researcher to get an understanding of that particular teacher's 
practices. Subsequently the researcher prepared a parent interview guide to be used with 
that teacher's parents. Then those parents were contacted and the interviews were 
conducted. The interview procedure for the parent participants was essentially the same as 
for the teachers. 
Teacher Interview Questions 
The purpose of the teacher interviews was to allow the teachers to describe and 
reflect on the practices they used in working with the families of their students. The 
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interviews were conduced in question-and-answer forma, ,see Appendix Fi. The indial 
portion of the interview was designed to create a context in which that teacher's practices 
could be understood. This was accomplished by asking detailed questions about working 
conditions, experience, and education. Questions were asked about the teacher's general 
feelings towards the roles and obligations parents and teachers have in the education of 
children. 
Alter the m.tial portion the teacher was asked specific questions about the top 
pnonty practices he/she had used in working with the parents of his/her students. The 
participant was asked to describe a practice that he/she had used during the school year. 
Then the participant was asked to explain the purpose for using that practice. The 
participant was then asked whether the practice had been used with specific families or as a 
general practice with all families of the students. Finally the participant was asked to judge 
the effectiveness of the practice. After thoroughly examining one practice the participant 
was asked to describe any other practices that he/she had considered priority practices. 
This line of questioning continued until the participant had described all priority practices. 
What followed was a series of exploratory questions designed to jog the 
participant's memory. The researcher read a list of practices and asked the participant to 
indicate if he/she had used them. If the participant answered in the affirmative, he/she was 
asked to elaborate. 
Finally the participant was asked for recommendations on how parents and teachers 
could work together more effectively. These data were necessary for answering the third 
research question. 
Parent Interview Questions 
The purpose of the parent interview questions was to encourage the parents to 
describe and reflect on practices their child's teacher had used to work with them. This too 
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wasa question-and-answer format tsee Appendix GV The initial portion of the interview 
centered on the parents perceptions of specific practices the teacher had reported using 
during the course of the year. The parents were asked to descnbe certain specific practices 
that their child's teacher had reported using. The questions were tailored to the specific 
practices reported by individual teacher so that while the form of the questions was 
consistent, the content varied to reflect the particular practices of the individual teachers. 
The number of questions w as determined by the number of practices the teacher had 
reported. 
After these specific questions were asked, the parent was asked a number of 
questions designed to put their previous responses in context. This more general 
information was also designed to allow parents to explore their ideas of their child’s school 
experience, parent/teacher relations, and the role of parents and teachers in a child’s 
education. 
Finally, the participant was asked for recommendations on how parents and 
teachers could work together more effectively. This provided a third data source for 
Research Question 3. 
Analyzing the Data 
All of the interviews were transcribed by the researcher and the data stored as word 
processing files on a Macintosh computer. In general terms, the data were examined in as 
many ways as possible to assure that a variety of themes were uncovered (Seidman, 1991). 
The process of interpretation and analysis occurred throughout the collection of the data and 
continued long after the final interview was transcribed. Glasser and Strauss (1967) have 
suggested that interview data should be subjected to a constant comparative method that 
looks for commonalties and/or categories in the data. The data was examined for themes or 
patterns that could link the emerging categories to each other or to the literature. 
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The data were analyzed along several different dimensions. First the data were 
analyzed to look for similarities and differences among the practices and perceptions of 
participating teachers. Categories of data were grouped into themes according to practices 
and the purpose ascribed to those practices. Then the data were analyzed to determine the 
similarities and differences among the perceptions of the specific teachers and the parents of 
(heir students as they related to the specific practices the teacher had reported using. This 
part ot the analysis focused on discovering similarities and contradictions in the teacher and 
parent perceptions of specific practices. Next the data were examined for similarities and 
differences among the perceptions of all the parent participants. The data were analyzed to 
determine if there were similarities in parental perceptions of specific practices. 
The symbolic interactionist perspective (Blumer, 1937; Meade, 1934) informed the 
analysis of the data. The study was concerned with how participants defined the situations 
and practices they themselves experienced. The data were examined to determine the 
similarities and differences in the definitions participating individuals gave to specific 
actions. In particular, the perceptions of teacher and parent dyads were considered in light 
of the symbolic interactionist concept of a web of interaction (Stryker, 1992). This 
conception recognizes the reciprocal influence that individuals involved in a common 
enterprise can have on each other. Interactions are sometimes based on symbolic actions 
and conducted in terms of the meanings the individuals have developed for these symbols 
in the course of their interaction. 
The process of analysis involved both inductive and logical approaches. The 
inductive part of the analysis was the search for themes, patterns, and categories within the 
participants' responses. Logical analysis was used to determine the relationships that 
existed among the categories that the researcher discovered in the data. 
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Reporting of the Data 
The goal of this part of the research is threefold. First it is designed to obtain a 
detailed picture of,he practices used by a particular group of teachers in working with the 
families of their students. The second goal is to gain an understanding of how specific 
pairs ot teachers and parents perceive the practices used by the teacher. Finally, it is the 
goal ol this research to examine the commonalties and differences in the perceptions of 
teachers and parents toward teacher directed practices designed to increase parental 
involvement in their children's education. The pursuance of these goals resulted in the 
accumulation ot volumes of transcribed conversations. 
The teacher's practices are described using the teacher's own words as illustrations. 
Further the teachers' rationales for these practices are also presented. In this way the reader 
can understand what it was that the teachers did to involve the parents of their students in 
their child’s education. The reader also will learn the reasons the teachers gave for using 
those practices and how the teachers perceived these actions. 
The perceptions of both teachers and parents toward specific teacher practices also 
is presented in the participants’ own words. These data allow the reader to examine 
differences and similarities in the way the teachers and parents perceived certain practices. 
Finally, the perceptions of all the teachers and all the parents were reported. The 
reporting of these data was accomplished by the presentation of themes that the researcher 
discovered in the data. These themes are illustrated by quotes excerpted from the 
interviews with the participants. Elaborations and subtle shadings also are presented in the 
words of the participants. In this way the participants words are used to describe their 
perceptions of various practices. 
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Trustworthiness 
The criteria forjudging the trustworthiness of an interview based methodology has 
been addressed by a number of researchers (Denzin. 1970: Guba. 1981: Lincoln & Cuba. 
1985: Mathison. 1988V A number of strategies have been proposed that help to ensure 
trustworthiness. Firs,, peer debriefmg, the process of discussing the data and analysis 
procedures with peers no. involved in the study, was practiced throughout the analysis of 
the data. This practice has also been recommended by Lincoln & Guba (1985) as a means 
ot clarifying ideas and gaining fresh perspectives. Second, member checks (Lincoln & 
Guba, 1985), the practice of discussing data and interpretations with study participants, 
also was employed as a means of verifying the researcher perceptions. This process 
involved the input of the study's participants. The researcher restated answers and 
comments back to the interviewee to check for the accuracy of the data. 
Finally, tnangulation, the process of pitting different sources against each other 
(Guba, 1981; Mathison, 1988) was used. For example, the data from the survey were 
compared to the data the interviews as a means of cross-checking the data and 
interpretations. Furthermore the data from teacher interviews were compared with the data 
from the parents interviews. The comparison of multiple data sources helped to clarify and 
confirm the interpretations of the data. Triangulation provides support for reliability as well 
as for internal validity. 
Summary 
Chapter III has described the research methods that were used to answer the three 
research questions that guide this study. In turn, the sample selection, the development of 
the research instruments, the collection, analysis, and reporting of the data, and issues of 
reliability and validity were explained. 
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CHAPTER IV 
RESULTS 
Introduction 
The purpose of this chapter is to answer each ot the research questions. To that 
end. the types of data that were generated by the research instruments will be explained and 
the procedures for analyzing the data will be reviewed. The analysis of the data will lead to 
findings that are relevant to the research questions. Those findings that are unexpected and 
have little to do with the research questions will be noted and handled more thorouohlv in 
Chapter V. 
The chapter will begin with a presentation of the demographic data generated by the 
Ways Teachers Work With Parents (WTWWP) survey and brief profiles of the teachers 
and parents who were interviewed for this study. Then each research question will be 
presented, and relevant data from the research instruments will be used to answer the 
questions. 
Descriptions of the Samples 
The respondents to the survey were K-3 regular classroom teachers working in 23 
different elementary schools located throughout the United States. Initially the survey had 
been intended for the K-3 teachers in 42 schools. Unfortunately the timing of the survey 
precluded the participation of a number of these schools because they had recessed for 
summer vacation. The surveys were distributed to the 274 K-3 teachers in the 23 schools 
in late May and early June 1993. Responses were received from 227 teachers, a survey 
return rate of 82%. 
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Demographic Data 
01 the 227 teachers who responded to the survey, 46 taught kindergarten, 66 taught 
firs, grade, 65 taught second grade, and 50 taught third grade. Frequency analysis was 
used to determine the percentages ot the sample population (Table I). It has been 
observed that lower grade levels are associated with greater teacher use of parent 
involvement techniques (Becker & Epstein, 1982). It was therefore considered prudent to 
determine if the sample was representative of all four grade levels. The data show that the 
sample contains representation from all four grade levels under examination in this study. 
Table 2 
Grade Level Frequency 
> 
Percentage 
Kindergarten 46 20.3 First ~" 66 29.1 becond 65 28.6 I hird ■“] 50 22.0 
The respondents were asked on the survey to write the number of years they had 
been teaching. These data later were organized into six different categories. Fifty-two 
respondents had been teaching for 5 years or less, 60 had taught for 6-10 years, 39 had 
taught for 11-15 years, 28 had taught for 16-20 years, 21 had taught for 21-25 years, and 
27 had taught for more than 25 years. These data indicate that the sample contains adequate 
representation from each of the various levels of experience, which allows an examination 
of the efffect of years of teaching experience on the performance of various practices of 
parent involvement (Table 2). 
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Table 3 
Distribution of Teaching Experience of Respondents 
Experience ' 
-t .V..IVV V/I iwo uim 
frequency 
Cllli 
Percentage 
0-5 years 521 22 9 6-10 years & “ 60 26.4 11-16 years 39 17.2 16-20 years 28 12.3 21-26 years 21 9.3 25 or more years H 27 11.9 
Profiles of Interview Participants 
The following section contains brief profiles of the five teachers and eight parents 
who were interviewed for this study. These profiles offer the reader a more personalized 
view of the interview subjects who participated in this study. 
Teachers 
Teacher 1 is a Kindergarten teacher in a small rural K-8 school in western 
Massachusetts. She has been teaching Kindergarten for 11 years. She began her teaching 
career as a classroom aid in her children’s classroom and then went back to school to earn 
her teaching certificate. She is keenly interested in the arts, especially music, and she 
incorporates this interest in her teaching. 
O 
Teacher 2 is a first grade teacher in a rural/suburban K-5 elementary school. This 
is his first year in that grade. He has been teaching for 7 years in early elementary grades. 
He is a graduate student and spends a lot of time at the university. 
Teachers 3 and 4 are second grade teachers working in a K-4 community school in 
a city in western Massachusetts. They have been working in a team teaching arrangement 
for 7 years. Teacher 3 has a B.A. in education. She has been teaching for 22 years in the 
school system. Teacher 4 has a B.A. in education. She has been teaching for 21 years. 
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Teacher 5 is a third grade teacher in a regional K-5 elementary school. She has 
been working for 15 years at this grade level. Before starting in the 3rd grade she had 
worked in special education. She has a masters degree in special education. She is 
interested in the work of William Glasserand tries to incorporate his ideas into her 
teaching. 
Parents 
Parent 1 has a daughter, her only child, in Teacher l's kindergarten class. She is 
actively involved in her child's education. She is a frequent volunteer in the classroom and 
subs for the teacher on occasion. 
Parent 2 also has a daughter in Teacher l's class and a son in first grade. She and 
her husband have worked out an arrangement this year where he is the primary contact with 
the first grade and she works with the kindergarten. She and her husband have a home 
business. 
Parent 3 has a son in Teacher 2's class. She is a single mother of two children. 
She is involved in the health care profession. 
Parent 4 has a daughter in Teacher 2's class. She has two children in school and 
one in pre-school. Parent 2 is involved in the performing arts and her husband is a 
designer. 
Parent 5 has a daughter, her only child, in the class taught by Teachers 3 and 4. 
Parent 5 is not active in the classroom but often confers with Teacher 3 when she drops her 
child off in the morning, or when she picks her up. She is a single mother. 
Parent 6 has a son in Teacher 3 and 4's class. She and her husband have two 
children. She works in education and her husband is a businessman. 
Parent 7 has a son in Teacher 5's class. She and her husband have two sons. They 
have a home business. 
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Parent 8 has a daughter in Teacher S's cItcq u(1 ot, j «,• • ,- , 
ntr ^ s Uass- He and his wife have two children. 
He is the parent who is most in contact with Teacher 5. Parent 8 works in the contraction 
business. He visits the class regularly and he has donated his time and his construction 
skills to help with set construction for the class play. 
Research Question 
The first research question posed in this study was: What are the various ways K-3 
teachers work with the parents of their students? Two research instruments, the WTWWP 
survey and teacher interviews, were used to generate data to answer this question. These 
instruments produced four data sources. The firs, data source was the transcriptions of 
wit [ten responses from 227 K-3 teachers who responded to the question: What do you 
consider the three top priority practices that you used this year to work with the parents of 
your students? The second data source was the responses of 227 teachers to the Possible 
Practices portion of the questionnaire, which questioned respondents about specific teacher 
practices of involving parents in their child’s education. The third data source was the 
transcriptions of responses to the question on the survey asking for additional practices not 
mentioned in the questionnaire. The final source was the transcription of interviews 
conducted with the five teachers leaders who are noted for their work with parents. The 
data from these four sources provided a number of insights into the ways teachers work 
with the parents of their students. The relevant data from each of the sources are presented 
in the following section as a means for answering Research Question I. 
Priority Practices 
The first data source, the responses to the Priority Practices section of the WTWWP 
survey, provided information on the self-reported activities used by the 111 National 
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Coalition K-3 teachers in working with the parents of their students. These teachers 
provided Written descriptions of,heir priority practices and the purposes for those 
practices. These data provide a picture of the current practices being used in these schools 
Of the 227 respondents to the survey 206 (92%) described the priority practices 
they used to work with the parents of their students. Altogether 530 practices were 
described, or an average of 2.6 practices per respondent. These data were analyzed in as 
many ways as possible to assure that a variety of themes were uncovered. Analysis began 
during the transcription process. Frequencies were tabulated. Then the constant 
comparative method (Glaser and Strauss, 1967) was used to discover commonalties and 
categories. 
During the analysis of these data, eight categories of practices emerged that seemed 
to accommodate all of the practices described by the respondents. The categories of 
practice are presented in Table 3 along with the frequencies and the percentages they 
represent. Each of the categories will be explained and detailed with excerpts from the 
respondents. 
Tabled 
Distribution of Priority Practices by Cateoon 
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Written Communications 
The most widely cited priority practice lor working with the families involved some 
lorm ol written communication to the homes of students. Of the 530 priority practices 
listed by respondents. 197 (37.2%) were written communications to the home. These 
wntten communications included: daily notes on specific topics, weekly, bi-weekly, and 
monthly progress reports, newsletters, personal correspondences, introductory letters, 
copies of curriculum or discipline plans, portfolios or folders of student work, surveys. 
homework, calendars, casual notes, and home journals. All the teachers indicated that the 
intent of these written communications was to communicate to the families of their 
students. 
While there were a variety of written communications, an analysis of the purposes 
attached to these written communications revealed several distinct categories: reports on 
students, information on class activities and how parents can help, and statements of 
teacher goals and expectations. 
The first, and most widely cited, purpose ascribed to written communications from 
teachers to parents was to report on student progress. Nearly half of the 197 responses 
indicated that their written communications were reports designed to let the parents know of 
both academic and behavioral progress, and to let the parents know how they can help their 
child: 
Every two weeks I send home a bimonthly folder indicating whether 
improvement is needed in either academics or behavior or both. A sample 
of classwork and test papers is included. This helps to take care of problems 
I sent home weekly reports of child's behavior and progress to make sure 
parents are constantly aware of child's progress in school. 
Every two weeks papers are sent home to inform parents of their child's 
performance. Conduct reports are included. Parents are always receiving 
progress reports so that any deficiencies can be pinpointed and worked on 
by parent and teacher. It is a wonderful way to praise children as well. 
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Some of the responses indicated that the use of written reports was specifically 
designed to enlist parental support in ensuring positive classroom behavior. Responses of 
.las type seemed to indicate a close working relationship between the school and home that 
encouraged students to adhere to specific behavioral norms. 
Daily notes are sent to parents whose child has broken two or more class 
rules. Parents need to be aware of the way their child behaves in class. 
The teachers also described the need to keep parents informed of theirchild's 
progress on a regular basis so that the report card is not the first time a parent hears of a 
problem. Keeping the parents informed on a frequent and regular basis was a priority for 
many teachers. 
I developed weekly notes to parents that were checklists of a child's 
progress both with academics and behaviors. The purpose of the weekly 
3d h3S ‘° kChPrhC ParemS informed 50 ,hat if there was a problem they 
would be aware before report card conferences. F y 
On Fnday of every week I send folders home containing the work that the 
chi dren have done that week. The parents can see and monitor their 
children s work. Also if a child is absent the work done on those days is 
placed in the folder to be completed. ^ 
I sent home a progress report halfway through each 6 week gradino period 
to give parents another view of how their child was doino before report 
cards were sent home. It was to be signed and returned to me. 
Reports on a child’s progress often were coupled with suggestions on how parents 
could assist their child. A number of teachers who gave pedagogical suggestions to parents 
to address specific problems or just to outline general practice to support the school 
curriculum. 
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parents know what we are doing and to let then, know what they can do to 
lllr nTu he',pful k"ldrSar,cn hi»'s at various times durino the school 
yea . October. January, March. May to help parents to help ch Idren at 
home. They were simple, concise reminders " at 
Approximately one quarter of the 197 teachers who used written communications 
said their purpose was to give the parents of their students information on what was goin 
on in the classroom. Many of these practices seemed designed to let parents know about 
their child's daily activities. 
I sent home a calendar for our class each month, which listed unit themes 
nd specjal events at school so that parents have an idea of what to ask their 
child about at the end of each day. Parents can assist their child in finding 
items at home to enhance our study and build selfesteem ° 
At the beginning of the year l sent home a letter welcoming each child to my 
room. Each month I send home a newsletter and study sheet for parents to 
be reinforcing skills and concepts studied at school. This is to help the 
children and parents be more comfortable about the new environment and 
give parents access to information about concepts and skills that will heln 
them work positively with their child at home. F 
Each month I send a study sheet to parents listing concepts, vocabulary 
schedule of tests, along with a newsletter. I feel it necessary to give parents 
some information to review daily as well as for tests. This also allows the 
parents to know what we are focusing on. 
A monthly newsletter discussing what we have been working on in the 
classroom and things parents can work on with their children. To keep 
ttahxhi^10W1 edgeable of what is §oing on in school and how they can help 
The final quarter of teachers who listed written communications as their priority 
practices indicated that the purpose was to inform the parents of their goals and 
expectations. These teachers seemed concerned with letting parents know what would be 
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expected ot them and their children. These teachers have a variety of expectations that 
include levels ot academic achievement, behavioral conformity, and participation. 
At the beginning ot the year 1 send a letter home welcoming the parents and 
letting them know what w ill be expected of them and their children. I want 
to familiarize them with me, my classroom, and what I'll expect of them and 
meir children and what they can expect from me. 
I sent home notices explaining the school rules so that parents could discuss 
with the children what was expected of them. This also enabled the parent 
to be aware of them. 
At the beginning of the year l send home a copy of my discipline plan in 
order for the parent and the child to know my expectations. 
Conferences 
Teacher conferences with the parents of students were cited by 90 (16.9%) teachers 
as being a priority practice. There was a degree of variation in the form these conferences 
took . The conferences ranged from formal meetings organized by the school to informal 
conferences held on the spur of the moment. The reasons given for the conferences fell 
into three categories: reporting on student progress, explaning teacher goals, and providing 
an opportunity to learn more about the child and the family. 
The most frequently cited reason for having conferences with parents was to 
discuss the student’s progress. These discussions took several forms. Respondents 
expressed a need to keep parents informed of a child's school performance. In some 
instances, as demonstrated by the following excerpts, the emphasis is on academic 
performance: 
I hold beginning, middle, and end of the year conferences for parents in our 
class to increase awareness of student's academic and social progress. 
I hold parent/teacher conferences in the beginning of the year to make the 
parents aware of where the student is at in reference to skills and what must 
be done. I also hold conferences at the end of the year to allow discussion 
of final academic outcome. 
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In other instances the emphasis was on the behavioral performance. In these 
situations the teachers show an awareness of the potential harm this kind of conference can 
do to a Parent-teacher relationship. The care with which ,cache, approach this kind of 
conference can be seen in the following excerpt: 
inform,'Tern ^tivMhtWrcMd ■ ™?bel,avin8 > also 
news and makes the oaren s ~ a ? done' " helPs to ease th« bad 
foindsSeT^e g00d ^ ‘heir Chi,d and'hat Pm work, ™'' “ 
Another aspect of conferences about student progress was addressed in a number of 
responses that described practices that were designed to invoh ive parents in setting 
© 
educational goals for their children. Some of the 
ot the potential benefits of such activities. 
responses demonstrated a keen awareness 
I held conferences the first two weeks of school. The parents and I worked 
to set goa s It was a special way to meet. The parentsfelt more 
responsible for their child's progress than in the past. 
Yet another aspect of the discussion of progress was seen in those responses that 
described the purpose of conferences as being a time in which the teacher could suggest 
specific study skills and reinforcements that a parent could use to work with their child: 
I talked to some parents about how to help students at home in order to nut 
tne parents at ease in understanding how they could help. F 
I conferenced with every child's parent after the first six weeks of school I 
expiamed our skills continuum. Told them that we are working together to 
teach their child. I gave them topics to work on and strategies to use. 
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Many teachers wrote that the purpose of their conferences was to explain to parents 
their goals and expectations. This was the he second most frequently cited reason for 
holding conferences. This seemed to be an expression of professionalism among some 
teachers. These teachers felt it was their duty to inform the parents of the standards of 
behavioral and academic performance that would be expected in their classrooms: 
Beginning in September I have parent conferences to inform parents of my 
expectations of students and give them an idea of where the child is and 
what we can do to help that child progress. 
A few teachers said that conferences were an opportunity to learn. There were two 
aspects to these responses. The first was the intentional gathering of information: 
During the first few weeks I had Early Conferences with each family to 
gather information about children and families. 
© 
1 try to schedule a face to face conference with one or preferably both 
parents in October each year. I feel I can work with each child more 
effectively if I have some understanding of their home life and expectations 
of the parents. 
The second aspect of these opportunities to learn was the establishment of personal 
contacts that would enhance a teacher's ability to assist the parents in helping their children. 
At the beginning of the school year l try to talk briefly to all the parents that 
bring their children to school. I want parents to know that I am available to 
talk to them at both formal and informal conferences and I am interested in 
their children. 
Telephone Calls 
Telephone calls to the families of students were cited by 83 teachers as a priority 
practice. This represents 15.7% of the 530 practices listed by the respondents. The 
102 
reasons reported for making telephone calls fell into two categories: establishing contact 
and student progress reports. 
Just over half of the teachers who cited telephone calls as a priority practice said that 
their purpose was to make contact with the families of their students. Some of the teachers 
made the calls prior to the start of school as a means of opening the lines of communication 
with the parents of their students. 
At the beginning of school I call each child to let them know I am their 
teacher and look forward to meeting them. I try to talk to the children, 
hopefully this will help them to be relaxed about their first day of school. 
At the beginning of the school year I call each family just to talk to them. 1 
try to let them know a little about myself. 1 try to start a dialogue. 
The teachers did not confine these contact calls to the beginning of the year. Some 
teachers kept making contact throughout the year to maintain their relationships with their 
student's parents. 
I make telephone calls all the time to let them know that I am always 
available to help them to help their children. 
1 made happy calls at the beginning of the year, sent each child a letter, and 
made various phone contacts throughout the year. To build relationship 
with the parents and students, to allow parents to feel comfortable and trust 
me. 
Periodic calls to keep lines of communication open and to convey to parents 
that I'm there to encourage and help if there is a problem. Also to enlist 
parent's support. 
Some of the teachers said they maintained lines of communications with parents by 
soliciting parent concerns. These teachers indicated that such demonstrations of empathy 
encouraged parental cooperation. 
I took the first six weeks of school to call the homes of my students with a 
positive comment and to discuss any of the parents concerns. I did this to 
increase positive attitudes towards school and to learn about the potential 
concerns of my class. 
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At the beginning of the school year I call to introduce m 
let them know that they are welcome at school. To beoj 
1 he other half of the teachers who listed telephone calls as a priority practice 
explained that their purpose tor making the calls was to give academic and behavioral 
progress reports to the parents of their students. Some of the teachers said that they began 
this process by first making telephone calls that stressed a child's positive achievement to 
all parents . These calls were designed to prepare the way for later calls that might focus 
upon more problematic aspects of a student's performance. 
1 made an initial call to welcome parents and students. 1 called with 
something positive so that if I did have to make a negative call later it would 
not be the first contact. 
At the beginning of the year I called each of the parents of my students to 
establish a relationship with parents that begins on a positive note. 
Each year l make sure to call each parent twice. I want to be in contact with 
the parents and to take away the negative stigma attached to teacher phone 
calls. 
Some of the teachers reported making telephone calls to inform parents of positive 
achievements. The teachers reported these calls reinforced positive behaviors and enlisted 
parental support in a child's education. 
During the year I make phone calls to inform parents of their child's 
progress. I feel that through this practice maintenance of important skills 
and attitudes are attained via mutual communication. 
I phone parents to talk to them about concerns I have for their child. I 
solicit their help in improving behavior or school work and I make myself 
available to them. 
I call throughout the year to discuss any problems a child might have. This 
allows parents to be more involved in determining the solution to the 
problem. If I am working at home and the parent is working at home we 
have a better chance of correcting the problem. 
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Telephone calls were also made to parents of children having problems or 
misbehaving. I tried to follow up this kind of call with a positive one when 
the problem improved or corrected. To encourage parents and children to 
support being successful in school. 
Throughout the year l call parents if a child is doing well or if there is a 
problem. To show genuine concern for each student. To foster positive 
attitudes towards school and teacher from parents. 
Involving Parents at School 
Involving parents in school was cited by 62 respondents as a priority practice. This 
represents 11.7% of the 530 priority practices listed by the respondents. This practice, as it 
u as described by the respondents, involved inviting parents into the classroom or school 
building and giving them some role or responsibility. These involvements were divided 
into active forms and passive forms. The active involvement was by far the most widely 
used. The respondents described a variety of situations that brought parents into the school 
to work with teachers and children in meaningful ways. These involvements put parents in 
the role of helper. 
We got together for state CTBS testing. We needed monitors. It was a 
successful training meeting and of the two dozen parents, half showed up to 
help monitor the CTBS tests. 
I invited parents to join class trips. On our first class field trip some parents 
came to join us. We had talks about their children and we had fun. 
Parents helped with parties. 
I invited all parents to commit to reading to the class after lunch. Three 
volunteered weekly. 
I tried to involve parents in committees, meetings, and conferences to let 
parents know that they are a valuable asset to the school community. 
I organized two groups of parents to work with students at school. I started 
an enriched reading program to be done at home. Parents reinforced the 
program at school by issuing certificates and reading with children who 
didn't get to read at home. A group of parents also helped children pick out 
challenging spelling words to study. 
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Parents are invited to help with special activities, art. cookin« 
c** 
I {tolled the parents about who wanted to come in for a special project. 
The passive involvements involvement cited by the respondents were designed to 
bring parents into the room,as observers. In these instances the teachers were askin° the 
C> 
parents to be an audience for activities in the classroom. 
At the beginning of the year I express the freedom of parents to come and 
visit anytime in my class. 
1 hold events parents can attend with child to celebrate the letter of the week, 
D dance, A apple festival, H Halloween, etc. 
Encourage parents to attend performing arts programs. Students are excited 
to have parents and sometimes relatives come to school. 
Regardless on the type of involvement most of the teachers explained that the 
purpose for involvement was to encourage parental involvement in their child’s education. 
I involve parents in class projects to instill in parents that the school and 
home are partners in the education of their children. 
Parents are invited to visit the classrooms. I wanted parents to visit the 
classroom in order to see their child's work and to give students an 
opportunity to show off their 2nd homes. 
I invite parents to participate in classroom activities such as field trips and 
shared reading to encourage more involvement and interest in the 
curriculum. 
For "I Love to Read Month" in February we ask parents to come in and read 
in their child's classroom to share favorite books. To encourage more © 
parental involvement. 
I encouraged all parents to become involved with our class and/or school. I 
feel education is a joint effort between home and school. 
Another purpose cited by teachers was more prosaic. Teachers often reported that 
they simply needed an extra pair of hands. 
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Ask tor volunteers to assist in the classroom to reduce class to small oroun 
activities. 
Ask for volunteers to help with preparing materials for classroom to reduce 
teacher time on preparing materials tor the classroom. 
I encourage parents to help in the classroom to increase the adult-child ratio 
I o allow parent to share in their child's kindergarten experience. 
Open House 
Open House, the practice ot inviting the parents and families of students into the 
school to listen to presentations about the school and curriculum and to meet the staff, is a 
ubiquitous practice in public schools. It is designed to facilitate the development of school 
and family partnerships. Open House was cited as by fifty-two of the respondents as a 
priority practice. This figure represents 9.8% of the 530 practices reported by the 
respondents. Some respondents, notably kindergarten teachers, held a separate Open 
House prior to the opening of school in order to address the specific needs of their grade 
level. But all grades participated in the school wide Open Houses that are an autumn ritual 
in most public schools. 
At the beginning of the year, before school began, I met with my classroom 
students and parents at an orientation program. The meeting offered a 
chance for parents and students to meet me and gave me a chance to explain 
the first grade program and expectations. 
For the most part the respondents report holding Open House in the early part of the 
school year. There was also a great deal of consistency in the purposes given for having 
the Open House. Those purposes include providing the parents with program and 
curricular information, stating teacher goals and expectations, and soliciting parental 
assistance for school and classroom activities. The emphasis is on the presentation of the 
teacher's goals and expectations. 
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I introduced myself and describe mv discipline plan, mv homework 
schedule, and my philosophy and encouraged parents to visit, support and 
reintorce the same. 
At Open house, in the first month of the school year, I held a meeting with 
the parents. I informed parents of my expectations of their children in the 
first grade and their roles in their children's success. 
At the beginning of the year we have open house and curriculum night. I 
want to get parents into my room early and let them become familiar with 
me, my teaching style, and the curriculum. 
I try to meet each parent on an individual basis. I want to tell them what I 
expect of them as parents. I introduce them to the whole kinder°arten 
curriculum so they can be involved. 
During the first month of school we had an open house to meet parents, and 
explain programs, and sign up parent helpers. 
When we hold "Meet the Teacher" night I ask parents to fill out a sheet 
indicating areas where they might help during the year. To line up 
classroom volunteers, field trip chaperones, etc. 
At the open house I ask parents to sign up to help in our classroom in 
specific ways. To involve parents in the classroom. I presented the 
curriculum and procedures to the parents and told them how they could 
support it at home. To inform about expectations, procedures, and 
philosophy. 
A few of the respondents emphasized the opportunity that Open House presents for 
parents to voice their concerns. 
Open House to involve parents with their child more. To let them see what 
goes on in my classroom during the day. To create something together. 
Parents were invited to visit my classroom and talk with me in an informal 
and inviting way. They were allowed to voice concerns and ask any 
questions of my techniques and rules. 
Workshops 
Workshops were cited by 20 of the respondents as a priority practice. This 
represents 3.8% of the 530 responses. The respondents described workshops as learning 
opportunities for parents designed to impart skills that the parents could use to work with 
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iheir children at home. In some cases these workshops were organized by the school and 
in other instances by individual teachers. 
I have parent workshops alter school and also on Saturdays to feed the 
soundS W"h Va Uab 6 learnin§,ools and 10 helP make them educationally 
Math reading night. Communication with parents. Reading and Math ni<>ht 
children"1 CUrnCUlUnl to parents' To solicit their he>P and support for thdr 
Workshop throughout the year. I did these workshops to show parents 
ways they could help their child with homework. The interaction with other 
parents helped a lot in getting ideas from each other about school and what 
was going on in the classroom. 
We held meetings to inform and educate the parents. This also allowed us 
to get to know the parents on a less formal basis and to know their children. 
Homework 
Homework was cited by 18 of the respondents as a priority practice. This 
represents 3.4% of the 530 practices listed. Homework, as described by the respondents, 
consists of specific activities and materials designed by the teacher to reinforce and 
supplement the curriculum. These activities and materials are sent home, with the child, to 
be completed by both child and parent. 
I provided each parent with a homework packet of supplemental samples of 
homework and homework ideas. 
I used a reading contract that required the parents to sit with their child for 
20 minutes either to read with them or for the child to read to the parent. 
At home science projects and incentive reading projects. 
Bedtime stories - students chose a book to read to their parents. 
The teachers who use homework as a priority practice explain that the purpose of 
the homework is to involve the parents actively in their child's learning. It also was used 
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»\s an informational tool so that parents would be informed of their child's activities and 
progress. 
I tried to get each parent to sign for their child's homework each week To 
get the parent more directly involved in their child’s work. 
This was to develop a cooperative spirit and involve parents in on-«oino 
kindergarten language and arts program. & ° 
Working together at home to prepare for special sharing. To encouraoe 
home/school connection. To begin to get parents involved at home wTth 
school work. To reinforce concepts being taught at school. 
To carry over classroom learning and to involve parents in their child's 
schoolwork. 
1 encouraged parents to assist students with homework assignments which 
were given every day so that the parents would be aware of the skills beino 
presented in class. & 
Home Visits 
Home visits were cited by eight of the respondents as a priority practice. This 
represents 1.5% of the responses. Six of the respondents were kindergarten teachers and 
two were first grade teachers. This practice, as described by the respondents, consists of 
setting up appointments with the families of students and going into their homes. It seems 
that the practice was intended for all of the students in a class and usually was conducted 
before the school year began, or shortly there after. 
The first week of school I visited every student's home. 
During the first month of school I made home visits to all of my children. 
The children were released from school so they could be there also. 
Before school began I made home visits to my children. 
The purposes given for this practice included: gathering information about the home 
life of students, establishing contacts, and filling out necessary paperwork. 
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I learned about the child's home env iron men t. 
It was also an important time to view where the child came from and 
introduce the parents to school. 
Ji^ke to meet the children and become familiar with them and their home 
To collect or help till out important papers 
Possible Practices 
The second data source is the Possible Practices portion of the WTWWP survey. 
The Possible Practices portion of the survey was designed to examine the self-reported 
behaviors of the sample population relative to 21 methods that teachers use when workino 
with the families of their students. The selection of the 21 methods had been occured 
during the design and pre-testing stage of this study. (See Chapter III.) 
The questionnaire instructed respondents to indicate whether or not they had 
employed a particular practice during the current school year. If the respondent answered 
no, then he/she was directed to progress to the next question. If the respondent answered 
yes, he/she was instructed to answer two further questions about that practice. First the 
respondent was asked to estimate whether he/she had used this practices with about 25%, 
50%, 75%, or 100% of the class. Then he/she was asked to make a determination on how 
effective the practice was. The data that are germane to Research Question 1 are contained 
in the yes/no answers to the 21 practices and in the responses to the percentage of the class 
the practice was used on. The data on the effectiveness of practices will be used to answer 
Research Question 2. 
The reader is cautioned to recognize that the data from the yes/no responses to the 
21 practice are not directly comparable to the estimations of use. The yes/no responses to 
the 21 practices were answered by the entire sample of 227 teachers. The estimations of 
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percentages ot use were answered only by those teachers who had actually used the 
prncuce. The reader is cautioned to keep this in mind while reading the statistical results. 
The analysis of the data was accomplished by using the Statistical Package for the 
Social Sciences (SPSS). Descriptive statistics, the calculation of frequencies, percentage 
distributions, and means were generated to provide an overall picture of the data. Then 
inferential statistics. Analysis of the Variance (ANOVA), and Factor Analysis were used to 
determine if there were any differences between or among groups. 
The first thing that was done with the data generated by the questionnaire portion of 
the survey was to determine how many people did and did not use each of the 21 practices 
described in the questionnaire. This was accomplished with a simple frequency analysis. 
The results are presented in Table 4. 
Another way of looking at these data is to list them in order from the most used to 
the least used (Table 5). This helps to identify those practices most often used by teachers 
m working with the families of their students. Certain practices like telephoning parents, 
explaining curriculum, evaluations other than report cards, informal hallway conferences, 
formal conferences other than parent-teacher conferences, educating parents as to how they 
can help with school work, and asking parents to perform activities at home that support 
the school curriculum were used by over 90% of the respondents. 
At the other end of the spectrum is another group of practices used by less than 
42% of the teachers. This group of activities include, conducting surveys to find out how 
parents could be of use in the classroom, intentional gathering of data on families, keeping 
a journal that went back and forth between home and school, including parents in decision 
making about activities in classrooms, and making home visits. 
Of particular interest are the data on practices that were seldom used. Only a small 
percentage of the sample (9.7%) employed home visits as a means of working with the 
families of their students. This particular characteristic has been cited by Becker and 
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F.pstein (1982) as one possible indicator of teacher leaders. The low frequency of usage 
reported by the sample seems to indicate that i, is no. a popular practice in this sample. 
Practices 
Table 5 
Frequency Analysis of the 21 Possible Practices 
Frequencies Percentages 
1 1 Did you visit the homes of your students in 
your capacity as a teacher? 
1 
~j 204 j ~7 T ~9J 89.9 | _0.4 
j Did \ou have school mandated parentyteacher | conferences?_ j 198 29 1 8T2 j 12.8 
3 Did you have a coherence other than the 
school mandated conferences with the families 
ol anv of your students? 
219 ! 7 1 l 1 96~5 34 T o!T 
1 4 Did you send class newsletters to the families 
of vour students?_ 
1 160 1 67 1 0 ] 705 29.5 1 00" 
nr Did you send portlolios ol student w ork to the 
families of vour students? 
~166 ] 60 1 ~ r j 73.1 26.4 I —0.4 
1 6 Did you send home evaluations other than 
report cards?_ 
j T*>j- 6 r o ] 9T4 | ooj 
1 7 Did you have any of your students keep a 
journal that went back and forth between home 1 and school?__ 
1 59 I T 200 72.0 j i~3| 
1 8 Did you assign homework that had to be 
acknowledged bv the parents? 
180 1 45" 2 79.3 19.8 09] 
9 Did you write letters intended for all the 
families in vour class?_ 
183 43 1 80.6 18.9 0.4 
fio" Did you write individual letters to anv of the 
families?_ 
195 .^2" ~~~ 0" 85.9 14.1 00] 
nr Did you have informal hallway conferences 
with family members before, after, of during 
school?_ 
->-> j 6j ~"oj 97.4 " 2.6 ool 
12 Did you make telephone calls to any of the ) 
parents of your students? j 223 3] 
H 
98.2 ~ 1.3 044 
nr] Did you educate parents as to how they could j 
assist their children in school work? j 
217] ~9~| "Tj 95.6 4.0 041 
1 14 Did you explain the curriculum to the families j 
of vour students? _ 
223 ~4l 98.2 i~8| Ool 
15 Did you ask parents to perform any activities at 
home that supported the curriculum? j 
211 
— 0 93.0 xot Ool 
I 16 I Did you work with parents on developing more 
effective parenting skills? j 109 list ” oT 48.0 52.0 0.0 
M71 Did you conduct a survey to find out how you l 
could use parents in your classroom? | 93 133 "TT 41.0 58.6 04] 
18 Did you have parents visit your classroom to 
observe? j 
177 50 0 78.0 22.0 0.0 
19 Did you involve the parents of your students in 1 
vour classroom? J 180 46 1 1 79.3 20.3 0.4 
20 Did you intentionally gather data on the 
families of your students?_ 
21 Did you include the parents of your students in 
decision making about activities in your 
classroom? 
781 149 0 34.4 65.6 0.0 
56 1701 1 24.7 74.91 1.01 
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Table 6 
1# | Practices in order ot most frequently used 
1 uid >ou make telephone calls to any ot the parents ot vour students'* 
2 Did you explain the curriculum to the tamilies of vour students'* 
3 Did you send home evaluations other than report cards'? 
4 Uid you have inlormal hallway conterences with family members before alter W 
during school? 
5 Did you have a conference other than the school mandated conferences with the 
families of any of your students? 
6 Did you educate parents as to how they could assist their children in school work1' 
7 Did you ask parents to perform any activities at home that supported the 
curriculum? 
8 Did you have school mandated parent/teacher conferences'* 
9 Did you write individual letters to any ot the families * 
10 Did you write letters intended for all the families in your class'7 
11 Did you assign homework that had to be acknowledged by the Darents7 
12 Did you involve the parents of your students in your classroom7 
13 Did you have parents visit your classroom to observe? 
14 Did you send portfolios of student work to the tamilies of your students7 
15 Did you send class newsletters to the families of your students * “1 
16 Did you work with parents on developing more effective parentino skills7 
17 Did you conduct a survey to find out how you could use parents in your 
classroom? 
18 Did you intentionally gather data on the families of your students ? 
19 bid you have any of your students keep a journal that went back and forth 
between home and school? 
20 bid you include the parents of your students in decision making about activities in 
your classroom? 
21 Did you visit the homes of your students in your capacity as a teacher? 
Similarly there are relatively low percentages of teachers who reported including 
parents in decision making about classroom activities (24.7%), the intentional gathering of 
data about families (34.4%), and the use of surveys about how parents could help in the 
classroom (41.0%). The limited use of these practices suggest two things. First, 
knowledge of the familial environment of their students, as measured by these questions, 
is not a priority with most of the teachers in this sample. Second, it appears that the 
teachers in this sample do not view the parents of their students as a potential resource for 
enhancing the educational environments of their classrooms. 
Overall the pattern of responses to the Possible Practices section of the survey 
seems to indicate that the teachers direct information to the parents, but that they do not ask 
for much input from the parents. 
Statistical Analysis 
After the frequency analysis the data were analyzed to determine whether grade 
level had any effect on the yes/no responses to the 21 practices. These data were subjected 
to an ANOVA. The purpose of this test was to look at the variance in the responses 
between grade levels and between years of experience. Generally, statistical significance is 
considered .05 or less and highly significant is considered .01 or less, but when a lar°e 
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number of tests are performed the statistical threshold for significance changes. In this 
instance it is necessary to use a Bonferonni correction. This ensures that the familywise 
error rate, the sum of all tests, adds up to .05. In order to claim significance one must 
divide .05 by 20. This means that in these particular tests the standard for significance was 
.004. 
The data show that years of teaching experience is not a significant factor in 
determining the responses of teachers. The data did show a statistically significant 
relationship between grade level in the use of four practices. The reader is referred to Table 
4 to notice the difference in the use of practice 4, the sending of newsletters, practice 8, 
signed homework, practice 18, parent visits to classrooms, and practice 19, the 
involvement of parents in the classroom, were statistically significant across grade levels. 
The data showed that kindergarten teachers were more likely to send newsletters, to have 
parent visitors in classrooms, and to involve parents in their classrooms. The data also 
showed that kindergarten teachers were less likely to ask that homework be acknowledged 
by parents. 
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The ANOVA tests indicated a trend that, although no. statistically significant. 
kindergarten teachers were more likely to report using all 21 practices than any of the other 
grades. After the kindergarten teachers the firs, grade teachers were the second most likely 
group to utilize these practices. 
The large number ot variables tended to make analysis difficult, so an attempt was 
made to simplify the data. To this end. a factor analysis was performed. The idea was that 
the 21 practices might possibly be reduced to a smaller number of discrete groups of 
activities that were highly correlated with each other. A varimax rotation was utilized that 
found five factors with eigenvalues greater than 1.1 that accounted for a little bit less than 
halt ot the 21 practices. The five factors seemed to offer a way of simplifying the data until 
the a check ot reliability was run. Cronbach's Alpha was computed for each of the factors 
that revealed there was not that much difference between the factors. The individual items 
within the factors were not any more highly correlated with each other than they were with 
other items that were from different factors. Further, the correlation of one factor to 
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another showed that they were not all that different from each other. The result was the 
realization that the number of tests could not be reduced and that the most robust measure 
was to use the entire scale of 21 practices when looking at differences. 
A reliability test was done on the entire scale, which revealed an alpha of .6119 
that, while not strong, was acceptable. This alpha may be explained by the fact that there 
are only 21 items on the test. If the test were longer its reliability rating would most likely 
have been stronger. As it is, the 21 practices produce a scale that proves to be reliable 
when used to measure differences between groups of respondents. 
The final statistical analysis was an ANOVA on the total summed score of the 
>es/no responses to the 21 practices. First, each respondent was given a test score based 
on their yes/no responses to the 21 practices. Then an ANOVA was run on these scores to 
determine the effect of years of experience and grade level on respondents answers. The 
results of the test on years of experience showed that this was not an important factor in the 
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response, but grade .eve, proved to be highly significant. The significance was .004 
which, for one test, indicates a highly significant correlation. Of course highly significant 
only means that i, wouldn't have occurred by chance. The results indicate tha, 
Kindergarten and firs, grade teachers are much more likely to utilize the 21 practices than 
second and third grade teachers. 
Possible Practice Usage Patterns 
The next areas of interest is the responses of the subsets of teachers who indicated 
they had utilized particular practices. If the respondents answered in the affirmative on any 
°f 2' Pr3CtiCeS',Hey Wefe then asked to answer two additional questions. The firs, of 
these questions asked the respondent to indicate the percentage of parents the practice had 
reached: approximately 25%. 50%, 75%. or 100%. Each question is listed along with the 
Irequencies of responses from the total sample (see Table 6). In addition two percentages 
are given: the column labeled percent shows the percentage of the total sample represented 
by the frequency number, the column labeled valid percent represents the percentage of the 
subset of respondents who answered yes to the practice and then answered the subsequent 
iwo questions. These practices are presented in the order they appeared in the survey. 
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Practices 
Table 7 
-Percentage of Parents Teachers Tried 
11 
Did you visit the homes of your 
students in your capacity as a 
teacher? 
Did \ou have school mandated 
parent teacher conferences? 
Did you have a conference other 
than the school mandated 
conferences with the families of 
any of your students? 
Did you send class newsletters to 
the iamilies ol your students? 
Did you send portfolios of student 
work to the families of your 
students? 
Did you send home evaluations 
other than report cards? 
Did you have any of your students 
keep a journal that went back and 
forth between home and school? 
Did you assign homework that had 
to be acknowledged by the parents? 
Did you write letters intended for all 
the Iamilies in your class? 
10 Did you write individual letters to 
any of the families? 
to Reach With the Practices 
Did you have informal hallway 
coherences with family members 
before, after, of during school? 
Parents_ 
(requeue \ j Percent | Valid 
about 25% 
about 50% 
1 1 3~| ~ 
_j 1 
2] 63~6 
about 75% 
! 0. 1 1 0 0.0 
about 100'/? 
_ missing 1 20. 
1 
7 4- 
iJ_90_ 
4 4.5 
1 31.8 
t [ 
about 25% 
about 50% | > 1 1 1 3- M 4~4 
about 75%- 1 “1 c ' 6.< > 8.2 
about 100% 
_ missing 
| 13C } 124 I 57.3 
[1_194 
$ 15.9 
H 71.4 
il_ 
about 25% 
about 50% 
about 75% 
about 100% 
_ missing 
| 104 
1 57 
i 37 
j 17 
T 12 
I" 454 
25.1 
1 16.3 
! 7.5 
l 5.3 
M 48.4 
26.5 
j 17.2 
i 7-9 
about 25% 
about 50% i 4 1“ 7”8 ! TT] 
about 75% 1 5 j 2.2 j 3.2 
about 100% 
_ missing 
j 3 
! 142 
1 71 
i 2.2 
62.6 
i 3 1.3 
! 3.2 
| 91.0 
about 25% 
about 50% I 3 ! n r ~ j Ts] 
about 75% 
about 100% 
missing 
i 9 
144 
L 64 
! 3.1 
1 4.0 
63.4 
28.2 
I 4.3 
1 55 
88.3 
about 25% 
about 50% 
about 75% 
about 100% 
38 
31 
39 
108 
16.7 
13.7 
17.2 
47.6 
~ Ft.6J 
14.4 
18 1 
50 0 
_ missing 11 4.8 
about 25% j 
about 50% | 13 5 1 1 23.6 
about 75% j 1 I l.Z\ 9.1 
about 100% | J I 34 1.3 15.0 5.5 618 missing 
_ 172 75.8 
about 25% ~f 
about 50% | 
about 75% ■ 
about 100% j 
! 5 I 
18 
20 
122 
6.6 J 
7.9 
8.8 
53.7 
10.3 
11.4 
69 7 
missing j 52 22.9 
about 25% j 
about 50% 
about 75% 
about 100% 
5 1 
5 I 
8 
161 
2.2 
2.2 
3.5 
70.9 
2~8\ 
2.8 
4.5 
89 9 
missing_ 
48 21.1 about 25% j~ 
about 50% 
about 75% j 
about 100% 1 
103 
51 
21 
17 
45.4 “ 
22.5 
9.3 
7.5 
53.6 
26.6 
10.9 
8 9 
missing_1 35 15.4 
about 25% j 
about 50% | 
about 75% 
128 
55 
21 
56.4 
24.2 
9 
59.5 
25.6 
about 100%; 
1 1 4.8 
9.8 
5 1 
missing_ 12 5.3 
Continued, next page 
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fable 7 continued 
1‘radices Percentages ol 
Parents_ 
1 requeue) Percent Valid 
IVrrrnf 13 Did you educate parents as to how 
they could assist their children in 
school work? 
about 25% 
about 50% 
about 75% 
about 100% 
missing 
=’— 49 
49 
33 
84 
12 
TL6 
21.6 
14.5 
37.0 
5 3 
22.8 
22.8 
15.3 
39 1 
! 4 Did you explain the curriculum to 
the families of your students? 
about 25% 
about 50% 
about 75% 
about 100% 
missing 
17 
34 
39 
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10 
7.5 
15.0 
17.2 
55.9 
4 4 
~ 
15.7 
18.0 
58.5 
15 Did you ask parents to pertorm any 
activities at home that supported 
the curriculum? 
about 25% 
about 50%) 
about 75% 
about 100% 
missing 
31 
39 
30 
107 
20 
13.7 
17.2 
13.2 
47.1 
8.8 
i~5.0 
18.8 
14.5 
51.7 
16 Did you work with parents on 
developing more effective 
parenting skills? 
about 25% 
about 50% 
about 75% 
about 100% 
missing 
70 
lb 
7 
14 
120 
30.8 
7.0 
3.1 
6.2 
52 9 
65.4 
15.0 
6.5 
13 I 
1 ) Did you conduct a survey to find out 
how' you could use parents in your 
classroom? 
about 25% 
about 50% 
about 75% 
about 100% 
missing 
1 1 
13 
6 
57 
140 
4.8 
5.7 
2.6 
25.1 
61.7 
12.6 
14.9 
6.9 
65.5 
18 Did you have parents visit your about 25% 1 12 49 3 
classroom to observe? about 50% 27 1 1.9 16 0 
about 75% 10 4.4 5.9 
about 100% 20 8.8 11.8 
missing 58 25.6 
19 Did you involve the parents of vour about 25% 93 41 0 52 5 
students in your classroom? about 50% 35 15.4 19 8 
about 75%, 21 9.3 1 1.9 
about 100% 28 12.3 15.8 
missing 50 22.0 
20 Did you intentionally gather data about 25% 17 7.5 2 1 8 
on the lamilies of your students? about 50% 15 6.6 19 2 
about 75% 8 3.5 10.3 
about 100% 38 16.7 48.7 
missing 149 65.6 
21 Did you include the parents of your about 25% 3 1 13.7 55 4 
students in decision making about about 50% 1 1 4.8 19 6 
activities in your classroom? about 75% 3 1.3 5.4 
about 100%) 1 1 4.8 19.6 
missing 171 75.3 
The data on the percentages of families the 21 practices were used on offer another 
interesting perspective on how the teachers implemented each of these practices. These 
data clarify the usage patterns for each of the practices under investigation. Some of the 21 
practices were directed at a majority of the parents while others were directed at a minority 
of the parents. 
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Twelve ot the practices were directed at a majority of the ps 
parents (see Table 7). The 
respondents reported that they had tried to reach approximately 75% to .00% of the parents 
of their students with these practices. As would be expected the list includes school 
mandated conferences, newsletters, portfolios of student work, student evaluations other 
than report cards, homework, letters, educating parents about curriculum, and collec.ino 
© 
data on families. These are common practices. 
The data indicated that the other 9 practices were directed at a minority of the 
families in classrooms. (See Table 7) The respondents reported that they had tried to reach 
approximately 25% to 50% of the parents of their students with these practices. Some of 
these practices were specifically targeted at only a few parents. Home visits, working with 
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parents to develop parenting skills, and having parents observe in the classroom were 
practices that teachers generally reported as being used with few parents. Unfortunately, 
the instrument was not designed to determine why these practices were implemented as 
they were. Perhaps these practices were used to address specific circumstances of 
particular families. Nevertheless, the sparing use of these practices contrasts with the data 
from the interviews on the use of these practices. Teacher leaders reported using these 
practices with a majority of the parents in their classrooms. This points to a difference in 
the practices used by teacher leaders in comparison with the teachers in the survey sample. 
Additional Practices Not Mentioned On the Questionnaire 
The third data source is the Additional Practices portion of the questionnaire. Space 
was provided at the end of the Possible Practices section of the questionnaire for 
respondentsto list any personal practices that had not been included in the questionnaire. 
Forty-two respondents (18%) used that space to record their practices. They recorded 58 
practices of which 37 were repeats of items on the questionnaire. The remaining 21 
practices yielded some interesting practices. Ten respondents listed workshops as an 
effective practice that was not included on the questionnaire. 
Reading night ~ A night where parents and students come to learn 
strategies for becoming better readers. Give ideas to parents about how 
they can help at home. Demonstrate ways of reading with the child. 
Our school had a reading night and math night. Parents were given 
handouts and shown ways they could help their children at home. 
Parent workshops for information on how parents can help their child in 
writing and reading. 
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The other practices listed represent the varied ways that teachers attempt to 
accommodate the needs of their stndents. On example of each is presented here. 
Parents who part,c,pate in class are given certificates a, the end of the year. 
excellent'work^ft'ort' ‘° ^ ^ Chi'd in class recog"i,ion of their 
student's strengths and 
help child reach goals. g d P'anS f°r teacher and Pa™ts >° 
LrSy8patmlmVOlVe artlS,S in ^ schoolsand 
Teacher Interviews 
The final data so,tree for Research Question 1 is the written transcriptions of the 
interviews with the five teacher leaders. These teachers were selected following Patton's 
(1980) strategy of purposeful sampling of extreme cases. Patton suggests that the study of 
extreme cases "becomes a question of understanding under what conditions programs get 
into trouble and under what conditions programs exemplify excellence" (Patton, 1980, P. 
101). In this case the teachers were selected because they had been identified by 
administrators and colleagues as being outstanding in their work with parents. 
These interviews were conducted using an interview guide (see Appendix F), 
which was detailed in Chapter III. This guide asked the participants to describe the 
practices they use to work with the parents of their students. The questions produced a 
wealth of data that were specifically focused on the practices in question. Since the answer 
to Research Question 1 requires information on the specific practices used by teachers in 
working With the parents of their students the analysis of these data was straightforward. 
The data were combed for descriptions of practices and the descriptions were compiled into 
narratives using the participants own words. 
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These data were examined in as many wavs as possible to assure that 
themes would be uncovered The , ■ , 8 vanety of 
conducted Th ^ ^ ^ ^ * «« interview was 
The cons(an, comparative method (Glasser & Strauss ,%7)u , 
^ -re compared with earlier interview, Purthe ^ " 
trom the WTWWP survey we ermore, the data 
ey were compared with the data from the interviews The 
researcher discussed the data with colleagues to maintain a fresh perspective 
There were stmilanties between the practices used by the inteiwiewees and the 
practices generated by the other three data sources The , • 
, sources. The interviewees hsted workshops 
(study groups), involving parents in tho ,-1 ^ 
—I 7- ~ 
hreed„„„„ Tta , ’and homew°f* - all of Which were memioned inlhe 
' ddsrvieK'ees'descriptions ofhow Ihey implemented these 
" hdd,u „ Pre*«d id th „„„„ prollfc! ^ from ita 
ho» pr.„«,»« 
implemented. 
Teacher I listed a large number of practices, i 
into the classrooms, conferences, class 
been underlined in the 
Teacher 1 
including study groups, gettino parents 
meetings, and home visits. These practices have 
narrative to provide the reader with a clear map of the data. 
age 3 toVlmost^'years o^'^nTnuJerstarie'C^ “' have children from 
that there be a bridge between home andThe ZZt* h°W importa"' '<« 
the work we do has to do with surround,because very much of 
atmosphere and a certain form andlthe .v°nng child with 
together. It is very valuable. Isrea y mce if school and home work 
the parents. Tstarted^ToufsyTa^ag ™nd mnff ‘°0- 'r' working with 
where parents are coming from comfs fromThTs °f my 'lnformatlon about 
group Of parents in my class. We worked ou^offT^ 'i'S C°mposed of a 
a woman who was an educator for l i b°ok that was written by 
group that I realized that parents reallv t ‘ W3S throllgh that study 
information that would be helnfnl fa Y not knowing where to get 
the things that I foundthroughIhLw<S 'P0""8 children- 0ne of 
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pTrems wo^v°'r ' h \°L T,here was a deling of tremendous support 
I arm s would say Gosh I really need to be able to be there with other 
explored3" lot $e lh'ngS °Ver Wi'h 'he help of a Suldo " We ready 
b,'ns "'d*“.« 
here I have a oaren, who pamtmg day or when my assistant can't be 
! , ,',' a e a Parem who comes in and does a woodworks project with 
'*• ■"d 1 i»™ -“h"«t» 2? 
, ,f a Parent cypresses interest in coming in, I see if it is somethino 
hev want to do on a regular basts. If it is, I just decide which are the davs 
hat we need more helpful hands. Some parents come in just for one dav in 
a y ar' be CfUSe. theu are ,merested "I what their child is doino and they want 
see what we re about. But it is very often the case that after they have 
come once they just really want to be part of it too. Very often theorems 
ready wanftobeh! ^ bTS educated with theirchild and^hey 
hereThl f ^ here' The m0re ,hey re here the more they want to be 
and ,hIy wyan,etonkn^ moremUCh “ ^ ,heirChild is bein§ nurtured 
Ohyoumight have maybe 5 or 6 active parents in the classroom 
year ‘here 3re 3 Certain few wh° really wan( to be involved 
e er parents are mvolved, but less so. They are appreciative of 
What thetr child receives here. They would come to planned events such as 
the study group, class nights, and the fair. 
t!" dle. uPPer grades they have a final written report at the end of the 
yt/m|Thay a S? haV? wn,,en reports at three other times. In early 
childhood we don t have written reports, but we do have conferences We 
have an open door policy. I keepTuesday afternoons for informal 
conferences with parents anytime that they want to come, and twice a year 
we have a formal sit down 1/2 hour to an hour conference with the parents. 
We have situations where some parents are right behind you really 
working with the children and some parents don't. Partly the class Y 
meetings that teachers hold about once a month are helpful. InlhTevenina a 
teacher calls a parent meeting and parents are invited to come. There are ° 
always at leas three a year. They are in the evening and the teachers do 
different things. They talk to the parents about what they’re doino in class 
and tiy to let the parents know what's going on with their children. Some 
parents come some don't. You can reach many by doing that. Thev are 
very active in the younger grades. 
Home visits is something we do all the time. We go to the home 
Really the visit is for the child. It is not to go in and see what is going on in 
the home. Of course you take in all of that when you're there but it is really 
tor the child to see you in their home invited in by their parents. It creates a 
bridge. I do visits the week before school starts. I don’t stay that lono - you 
on t have to. It is really a matter of being there, having tea in somebody 
else s house. I he children always want to show you where they live It 
tells you so much. 
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Teacher 2 employed a variety of practices including home visits, involving parents 
the classroom, conferences, newsletters, and narrative report cards. Each of these 
practices is underlined in the narrative to help the reader rind the different sections. 
Teacher 2 
around I desire,oh"?' ^out involving parents are based 
development Z that hevTor^iT ^ ab°UtleaminS and child 
r^sriSS 
reached Z 
questions about what they like etc I alwav^ h ''S 3 f^ere so ^ as^ them 
Child to fin out. I asfed^lmm?oI^ihd^:?^^^^t;r?,fT ‘5* 
them to meet me and learn about me and for me to learn about S 
i jask the parents to come into the classroom whenever thev can I 
Tn ''^anr0pen ,nvi.tation' l he>' can just sit and watch or they can hellr 
thrifrh'M6 Gett'nS the parents into the classroom lets them see just what 
deal withrtfe'tdiM H °'"8' h°W the? comPare with the other children, how I 
eal with the children - a picture is worth a thousand words. One narent 
who had previously denied that her child was having difficulties caPme in for 
two days ,n a row. She just sat and watched for twS hours ™e daV and 
four the next. At the end of the second day she came up tomeandsaid 
everything I might have said to her. We had a very productive meetino 
about how ,o help her child. If I had jus. told hereabout her Ion we woSuld 
beforf rI no[iwher,e’ she w1ould have denied it, which is what she had done 
before. But when she watched she began to understand and we were able 
to do something about the situation. 
,„„u . A variation on bringing parents into the classroom is a conference 
technique I just started using this year. At open house I announce to the 
whhlhe ha' ‘ I6-,?" e'Cher,haVue the typical 15 minute conference with me ith the usual sitting outside the classroom and taking their 15 minutes with 
me sitting glazed eyed after a night of talking about 21 kids, or they could 
apP°,ntment <° sPend some time in the classroom, watch theirchild 
and then having a conference with me in the classroom. This is a much 
be ter approach. First off, I can easily prepare for one child andl Strive a 
much more relaxed assessment of the child. More importantly the parents 
get to see their child in action, for better or for worse. They cln leam more 
exchan°es 8 ^ tC lng 'hem what haPPens- ,l makes for productive 
„ i, , Another thing I do is send home a weekly newsletter. I include 
what we have done during the week. I list all events and projects and I ask 
^nt,s f°,ask thJeir children about those things. This is to counteract the 
old What did you do today? Nothing" conversation that happens between 
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issues, or i announce new proorams & e 
MUdSr15 0n rep°r' rard; are an°ther way of workino with the 
A '°' 0t' m'mberS and letters ‘hat don', 
Teachers 3 and 4 learn (each a class of 45 students. They use several techniques to 
involve the parents of their students in their children's learning. These practices including 
having the parents m the classroom as observers, being available for consultation, in-class 
conferences, a weekly home-school communication called Express, and homework. These 
practices are underlined. 
Teachers 3 and 4 
. , „ — e ^av[e the Parents come into our classroom every fall ifthev 
jjjsh, to sitm the class and watch for a momino Well rh J to .h’„-, ~.T 
Ksi^o^r^rr3" “5 a Par?ntt°have- The>' si< there amazed He has o do all that? No wonder he is tired at the end of the dav. It was 
never like this when I was in school and that wasn't that lon° a»o The 
intensity of the curriculum has changed. When we started we didn't really 
have a curriculum to follow. It was mostly art projects. It was all do your 
own thing, centers, and we were all based on what your needs were and 
what my needs were, so you did your thing and I did mine. Remember we 
were coming out of the 60s. Now it is all business. This is what we have 
to accomplish, we all have to accomplish this, at your own speed 
supposedly, but still we have got to get to that point. They can really 
accomplish a lot. J y 
We are very available. Parents drop in all the time. Lately we 
haven t had too many drop ins. I mean in the morning before school. 
During open house we’ll make it veiy clear to them that we need to know 
everything about the personal life of their child if it is important, if it is 
going to be a controlling factor to their education - sickness, loss of a 
grandparent, physical problems, or health problems. We send a lot of 
notes, telephone calls. We get a lot of drop-ins. We do a lot of counseling 
We get the school nurse involved. We talk about parent skills, we've talked 
to women who have been abused, we’ve counseled women who have been 
raped, they come in and say guess what happened to me over the weekend 
You ve got to give some support so that you can give support to the 
children so we become counselors in our own way. It is amazin° what we 
get involved in. 
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We have in-class conferences with the parents of our students. The 
whole process is very flexible. They can come any time they want and 
leave any time they want. We had a parent who came for 20 minutes. This 
woman would never set toot in the building unless she had a complaint and 
she came for 20 minutes and 1 felt that that was an accomplishment. By 
leaving it open it made it possible. This is a woman who never stepped 
toot in the building, never returned phone calls, never returned notes. You 
leave it flexible, some take time off from work just to do this and I don't 
want to put pressure on them. We have had 60% to 75% attendance. They 
like this. 
You have to be a secure teacher to do this. Let's face it your up 
there in front of people, you're going to have to discipline while you're up 
there. You leave yourself hanging out to dry. Not many people do this in 
the building. I used to sit in conferences trying to explain things a I'd be 
pointing like this, like the child was sitting out there and I was talking about 
this child who was not in the room. You would have five other parents 
waiting their turn. It didn't feel right. 
By having them in the classroom it is better. It is hectic, but it is so 
much better. You get used to doing it. You learn how to get the most out 
of the time. What is nice also is that if you forget to say something the 
parents are still here. I have had parents say to me, "I had a whole list of 
things I was going to ask you but I don't need to ask because I've seen it 
and been part of it." Or they'll bring up problems that you were going to 
mention. They'll say things like "You know I noticed that he is fiddling 
while you're teaching, I don't want him to do that," and I'll say, "Yes he 
does that quite often and I don’t want him to do that either." It is their idea, 
not me saying this is what your child is doing.. It is the parent saying I saw 
this with my own eyes and I understand why you might not want this to 
happen in the classroom. At the school where my children go a couple of 
the teachers love the idea, but they aren't allowed to do it. Here we are free 
to do what we want and nobody else has to do it. In a smaller building 
many times the whole staff has to comply and there are a lot of teachers who 
find this too scary. It is a scary experience unless you have a lot of 
confidence, because what if they don't like what you're doing. 
Another thing we do is the Express. [School-Home 
Communication] I got this from my daughter's teacher. We do it every 
Friday. At the top is a behavior report for the week. The bottom is 
homework for the next week coming. The bottom gets cut off and the top 
gets returned and it is a wonderful communication tool. I've done it as a 
parent and now I'm doing it as a teacher. 
The behavior section is great for when you want to say something 
positive, or this was a rough week any ideas what was different. You'll get 
notes back or a phone call. On the bottom they have everything they'll need 
for the week to come. Here we put down notes. As a parent I've really 
liked it, I'll miss it next year when my daughter doesn't have it, and as a 
teacher I like it; because I'm keeping in weekly contact with parents and it is 
usually positive. I've found that this has helped with those parent who will 
not set foot in this school or call you. They'll respond to this. They'll write 
a little note on the back. It might take four weeks of me saying the same 
thing before they final comment. It is attractive too. It is nice looking. It is 
informative and not punitive. Our first grade liked it so much they adopted 
it. It takes no time at all. You know what's great about it? If your class 
has had an antsy week you might get the impression it is everyone, but 
when you start zeroing in on each individual child and rating his or her 
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performance you realize that child was very good this week. You may only 
have five children who drove you nuts all week. Individually you give each 
child attention up in your head and it makes you see those children more 
positively. And those children who have had trouble, it comes through loud 
and clear. We send the Express home on Friday and give the parents until 
Monday to send them back. 
Homework is very important to us. We have homework 4 nights a 
week. I hope it doesn't take more than 1/2 an hour. We are very pushy 
about that because it is just a small place to get started. It isn't always 
successful because some parents still don’t do much for their children who 
continually come in with nothing and say "Nobody would help me" but I 
will say that we have been able to make the parents aware that homework is 
a priority. We let them know that it should be done thoroughly and not in 
some haphazard way. 
Teacher 5 uses a variety of methods to work with the parents of her students. 
These practices include involving parents in the classroom, summer meeting at her house, 
conferences, telephone calls, and meetings with parents. 
Teacher 5 
I teach combined third and fourth grade. This is the Fifteenth year of 
this program. I've been an educator in other lives but this is fifteen years. 
I involve my student's parents in my class. Every morning there is 
a parent who comes in from 9-11, the academic time, to share the teaching 
with me. Another parent comes in from 11-la.m. to help in the kitchen 
with the kids who cook in the kitchen. That is everyday so I send a 
schedule out to families. Usually, because everybody wants to do it, they 
are on an every other week schedule. Yes, there are some whose work 
prevents them from doing it but many who work make the time to come. 
It's been many years since I've done it this way and it doesn't matter what 
class, there has always been enough parents to do that. My class has a 
history, it is a part of the reputation and part of the history of the program... 
that the parents teach with me. It began when I started in a little two room 
school house and the district said if you want to do that it’s Fine but don't 
ask for any help from us, and keep it quiet. Those conditions were fine 
with me. I had always had a concept of wanting parents. I needed the 
parents and I discovered after doing it that it really is the best basis for 
working with parents and children. 
I send a schedule out every month so the parents can see the work 
schedule, there's 13 or so who come in on a regular weekly basis. I also 
follow up on offers. There are numbers of people who say, well I'm and 
artist and I can get a personal a day. I make arrangements to get those 
people in. I try to be sure that I use everyone who is interested and do it 
regularly. It is not a once in a while thing. It is making it a way of life. I 
always send a letter. 
Every summer in August I invite all the parents to my house jut to 
have a conversation about children and school and for them to hear my 
points of view and for me to hear theirs. During that time I describe the 
way I like to share. For instance I tell the parents that the children are not 
their helpers on the days they come in to cook - they are there to help the 
children - and I describe what that means. And, also in the teaching time, I 
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el the parents know that I expect to share teaching duties with them Once 
in a while have I had any parents say "Oh I'm not sure I could do that" 
Most y the parents realize that they are educators, they really are. When 
somebody comes in I might tell them to take the third grade kids that are 
here and work on adding and borrowing. Meanwhile'I'll take the forth 
graders and work on something else. I think because it is real work parents 
do when they come in they feel involved. parents 
For the fall report card period we have parent-teacher conferen,| 
spend more time than the school allows. I spend a half hour with each- 
'n . e' °ave us ahallda>' but 'l isn’1 enough. I spread them out over 
,ddl?t i H S ,e| "’a ChanCe l°lalk aboul ,heirchdd a"d I ^Ik about their 
child. I don t do any curriculum promoting. I have a folder of the child's 
work. We might flip through it or I might lake something out to show 
them. I have conferences with the kids first before I meet with the parents. 
I collect children s work - math or writing things. It is a pretty 
good-sized folder at the end of marking periods. It is a real help to look at 
everything that has gone on at once. The kids gel value out of that too 
Individual papers get lost in the woodwork and you don’t really see how 
d'lferent the writing was in a five week period. I tell parents in August that 
I b® collecting their children's work. I've found that most kids don't 
want to take stuff home and are very casual about it. 
I have always had a telephone in the room. I don't see how you 
could not have one. We had one when the program began and in our next 
incarnation we were separated from the rest of the elementary school so we 
needed one. Kids call parents - things like "I don’t know where I’m 
aUPPm •t01g0 after sch°o1" * usually want to know what is happening 
come to me and say, "Can I call my mother?" I’ll ask 
Why. , I just want to call my mother." "You seem kind of upset. "Yes, 
o course, you can call your mother after we've worked out what the 
problem is." 
I have periodically had class meetings for the content. I did once do 
3 ^ ^er study- Ways °f talking to children when they are upset. How to 
get children to recognize what they have done and imagine a better way to 
go about it. I have a parent meeting upcoming to review how we’re «oin« 
to have the community and that also explains to them the quality program 
that I usually have as a part of the science unit on the human body. Tdo that 
with another parent who is a psychologist and somebody else. We divide 
them and do a three or four week session on human sexuality. So I have a 
meeting to describe and explain the value and reassure that they see it as 
value. 
Analysis of Interview Data 
As the interview data were read and reread, certain themes began to become 
apparent. The central theme that pervades the interview data is the establishment of a 
personal contact between these teachers and the parents of their students. It is the way 
these teachers pursue this goal that distinguishes their practices. Each of these teacher 
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leaders makes an el fort to breach the boundaries between schools and homes. All of these 
teachers either bring parents into the classroom or they go to the homes of the parents. 
Most ol the teachers do both. These teachers emphasize personal contacts as an essential 
tool for working with parents. 
A caret ul reading ol the profiles presented above leaves a clear impression that these 
teachers put a premium on face to face encounters with the parents of their students. Home 
visits, conferences, bringing parents into the classroom, study groups, and class meetings 
were designed to give the teachers and parents opportunities to come together to discuss 
topics that are of importance to both parties. Becker and Epstein (1982) also found that 
teacher leaders often used techniques that encouraged informal discussion. 
Of the 19 practices mentioned by these teachers 15 involved face to face meetings 
with parents. This emphasis on making personal contacts resounds throughout the 
interview data. All of teacher Ts practices involve physical proximity to the parents of her 
students. Out of the five practices cited by teacher 2, three involved face to face contact. 
The proportion was 3/5 for teachers 3 and 4, and 4/5 for teacher 5. This emphasis on 
physical proximity is clear in these data. These teachers did not rely on written 
communications as their primary contact with the parents of their students. They created 
opportunities for personal contact. These personal contacts might make parents more 
comfortable with the teachers and the contacts certainly give the teachers more information 
about the parents. 
Even when those contacts are not face to face there is an emphasis on personalizing 
the contacts between teacher and parent. Teacher 5's use of the in-class telephone was 
explained as an attempt to allow greater personal communication between the parents, 
students, and teachers. Teacher 2's use of extensive comments on report cards was 
explained as an attempt to personalize the report card. 
Openness is another theme that emerges from the data. These teachers open 
themselves to scrutiny. Most of thtitn aUow and encourage parents to observe them at 
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work. Teacher 5 invites parents into her home. All of the teachers seem to open their 
classrooms to parents in a variety of ways. Teachers I and 5 make extensive use of parent 
helpers in their classrooms. Teachers 2.3. and 4 offered in-class conferences that allow 
parents to observe their children. All of the teachers maintain an open door policy in their 
classrooms and actively encourage parents to lake advantage of it. Part of (his openness 
seems tied to a confidence in their abilities. This characteristic has been described as 
teacher efficacy (Hoover-Dempsey. Bassler, Brissie, 1987) and has been thought to be a 
variable in parental involvement in schools. 
A characteristic that seems related to openness is personal efficacy. These teacher 
leaders seem confident of their ability to teach their students and to involve the parents of 
(heir students effectively. This is not to say that these teachers did not suffer doubts, but 
rather they were confident that with continued effort they could positively affect both their 
students and the parents of their students. Hoover-Dempsey, Bassler, and Brissie (1987) 
have suggested that personal efficacy is related to parent involvement in conferences, 
volunteering, home tutoring, and teacher perceptions of parent support. These data seem to 
agree with their findings. 
Another theme that emerges from the data is that these teachers are exceptions, not 
the rule. Becker and Epstein (1982) also noted that teacher leaders often taught in schools 
where the other teachers did not employ extensive use of parental involvement techniques. 
This theme does not arise only from the interviews themselves, but also from the 
researcher's selection of participants. The researcher interviewed all the teachers suggested 
by local administrators. When inquiries were made about additional participants the 
researcher was not given any further names. This finding was supported by the parent 
interviews. In the parent interviews, many of the parents commented that the practices they 
had found most efficacious were rarely used by teachers other than the teacher leader. This 
finding will be more fully handled in the next chapter. 
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A final theme that emerges is that teacher leaders used a wide variety of approaches 
rather than relying on any single practice. These teachers orchestrate a number of practices 
that seem designed to otter multiple opportunities for parents to make a connection with the 
teacher. Teacher leaders employed a web of practices. The teachers also describe these 
practices as being multi-functional. The different practices are designed to achieve different 
ends and some have multiple purposes. Successful parent interaction often is achieved 
when the teacher otfers a variety of practices designed to work on varied levels. 
Summary 
Research Question 1 asks: What are the various ways that teachers work with the 
parents of their students? The data from all of the data sources suggest that written 
communications, conferences, telephone calls, involving parents at school, open houses, 
workshops, home work, and home visits are categories that account for most of the ways 
teachers work with the parents of their students. There are different names for the practices 
and they are implemented differently, but most of the things this group of teachers did 
involved some variation of these eight categories. 
A comparison of the data sources reveals differences between the respondents to the 
WTWWP survey and the interviews with teacher leaders. The design of this study offers 
an opportunity for comparisons within the data sources and between the two samples used 
in the study. The sample population that answered the WTWWP consisted of 227 K-3 
teachers in schools across the country. The sample population of teacher leaders who were 
interviewed purposefully were chosen for their expertise in working with parents. The data 
suggest that while these two populations utilize many of the same practices for working 
with parents, there are some fundamental differences in their respective choices and 
implementation of priority practices. 
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First, the data show that the teacher leaders use practices that put them in them in 
tace to face meetings with the parents of their students. Of the 19 priority practices listed 
by the 5 teacher leaders interviewed for this study, 15 (79%) were practices that put the 
parents and the teachers in the same room talking or working with each other. This is in 
contrast to the data from the survey that indicated that only 43.7% of the practices those 
teachers had put them face to face with the parents. The face to face encounters might have 
contributed to the establishment of more personal relationships between the teachers and 
parents. 
Secondly, there is a big difference in the type of practices used. All but one of the 
teacher leaders described involving parents in their classrooms as a priority practice. The 
survey revealed that this practice was considered a priority by 11.7% of the respondents. 
Similarly half of the teacher leaders made home visits or invited the parents of their 
studends into their homes. This stands in contrast to the 1.5% of the survey respondents 
who listed this as a priority practice. These data would seem to support the observation 
that teacher leaders make greater use of parental help and home visits than other teachers. 
A third point has to with issues of teacher efficacy. On this issue there is no basis 
for comparison between the two populations, because the survey did not contain an element 
for measuring teacher efficacy. But the interview data strongly suggested that all of the 
outstanding teachers had a strong belief in their own effectiveness as teachers. Moreover, 
all of these teachers were very comfortable being observed and seemed unthreatened when 
asked to explain their practices. 
Research Question 2 
The second research question posed in this study is: What are the similarities and 
differences in the perceptions of teachers and parents towards the efficacy of various ways 
that teachers work with parents? Three research instruments - teacher interviews, parent 
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interviews and the WTWWP survey, were used to generate data to answer this question. 
These instruments produced four data sources. The tirst data source consisted of 
transcriptions ot the interviews conducted with five teachers leaders. The second source of 
data consisted ot transcriptions of interviews conducted with eight parents, each of whom 
has a child in one of the five teachers' classes. The third data source was the efficacy 
ratings trom the teachers who completed the Priority Practices portion of the WTWWP 
survey. The final source was the efficacy ratings in the Possible Practices section of the 
WTWWP survey. The data from these four sources provided a number of insights into 
how teachers and parents view the same practices. The relevant data from each of the 
sources are presented in the following paragraphs as a means of answering Research 
Question 2. First the data from the teacher and parent interviews will be presented and 
similarities and differences will be noted. Then the data from the Priority Practices and the 
Possible Practices sections of the WTWWP survey will be presented and similarities and 
differences with the interview data will be noted. 
Interviews 
The structure of the interview instruments used in this research was such that a 
teacher would describe and comment on the practices he/she used in working with the 
parents of his/her students. Then one or more parents would be interviewed and asked to 
describe and comment on the practices his/her child's teacher had used to work with 
him/her. 
The analysis of these data is straightforward. The researcher gleaned examples of 
agreement and disagreement in the perceptions reported by the teachers and parents from 
the data. Although there is a variation in the degree to which the teacher and parent 
perceptions were in agreement, the data reveal that there was a general consistency in both 
the teacher and the parent descriptions of practices the teachers used. Furthermore, there 
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was a consistency between the teachers and parents in the attribution of the purpose for 
each of the practices. When queried on the purpose of the practices, both the parents and 
the teachers gave similar responses. Finally, both teachers and parents generally agreed on 
the efficacy of the practices under investigation. 
As stated above, there was a variation in the degree of agreement between teacher 
and parent perceptions of various practices. The following excerpts from the interviews 
illustrate the teacher and parent perceptions of various practices that the teachers used in 
working with the parents of their students. 
The Interviews With Teacher 1 and Parents 1 and 2 
Among all the interviews, the most pronounced concurrence of perceptions about 
the efficacy of certain practices was between Teacher 1 and Parents 1 and 2 There are a 
number of circumstances that may explain this phenomenon. First, Teacher 1 is a 
kindergarten teacher. Epstein (1992a) has suggested that parental involvement follows a 
developmental path with the most intense period of involvement being in the earliest 
grades. Second, Teacher 1 used the highest proportion of parent involvement practices that 
put her in face to face situations with the parents of her students. Finally, Teacher 1 works 
in a school that stresses parental involvement much more than the schools the other subjects 
work in. These are all factors that may have contributed to the similarity of perceptions 
between the teacher and the parents. Following are excerpts from the interviews to 
compare the perceptions of Teacher 1 and Parents 1 and 2. 
Teacher 1 had identified study groups based on a text as the most powerful tool for 
working with families. Both of the parents interviewed voiced similar perceptions of the 
efficacy of this practice. 
135 
Teacher 1 
The study group has been my most valuable tool for working with the 
parents, but there are other ways. It was through that study group that I 
realized that parents really do not know where to get information that would 
be helpful for raising their young children. One of the things that I found 
through that work was that parents, given something to look at or study 
beforehand such as I did with this book, were very able to talk to other 
parents and really help one another a lot. There was a feeling of tremendous 
support. Parents would say, "Gosh I really need to be able to be there with 
other parents and talk these things over." We really explored a lot. 
Parent 1 
What I wanted to talk about... the thing that very definitely engages parents 
is the study groups. They are wonderful evenings. She had study groups 
for several weeks in the fall. They would meet once a week. In the study 
groups we talked about home life. We also followed a book. We read 
"You Are Your Child's First Teacher", and we talked about the world of the 
young child and the life of a young child, and I really began to see a lot and 
I felt very involved. I also started being involved with other parents as 
well. 
Parent 2 
Study groups: We took up, "You Are Your Child's First Teacher", by 
Raheema Baldwin. The study groups have been very helpful, not only in 
helping to deepen my understanding of education, but also as a social 
opportunity to meet some of the other parents within the school. It's a little 
difficult to connect with all of the other parents but the study groups have 
been a very nice opportunity to really talk with some of the parents. I've 
seen the groups be as small as eight or ten and I've seen them as large as 
35. Prior to the meeting there are reading materials and everyone is aware 
of the theme. At parent night the teacher sent home two or three pages that 
she had written about certain topics that she was intending to speak about. 
But it is very open too. I've been to a couple of study groups where there 
were concerns about something happening in the class. Sometimes it is not 
necessarily about the class either. I remember one night there were some 
concerns about play times after school and birthday parties... how much of 
this social stuff is appropriate for young children. I mean should they be 
going to play with another child after school? This is what the study group 
talked about. 
Teacher l had also singled out the planned involvement of parents in the classroom 
as an effective practice for involving parents in their child's education. Again both of the 
parents expressed similar views. The teachef and the parents thought this an effective 
practice for involving parents. 
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Teacher 1 
l have parents in the classroom. Some parents come in just for one day in a 
year because they are interested in what their child is doing and they want to 
see what we're about, but it is very often the case that once they come once 
they just really want to be part of it too. Very often the parents come and 
they feel that they are being educated with their child and they really want to 
be here. The more they're here the more they want to be here. They teel 
nurtured as much as they feel their child is being nurtured and they want to 
know more. 
Parent 1 
Any of the parents are invited to come at any time. For me it was a real 
revelation. I waited a few weeks. I came with my daughter one morning 
and I stayed for the whole morning. I did it several times and eventually... 
I became a pretty regular helper and it got so that if the teacher had to be out 
of town and maybe her assistant was taking the class, I would help her. I 
had not know very much about education in general and our initial 
involvement was more limited. We really became interested in the school. 
We were drawn in. 
Parent 2 
Going into the classroom was very important. Just going in there and being 
there... one picture is worth a thousand words. About a month after school 
started my husband and children were in a car accident and my daughter 
broke a couple of bones in her foot. I wanted her to continue with school if 
at all possible...but she needed some help. So I asked the teacher if I could 
come in with her..and that is how 1 actually started going into the class. It 
was so enlightening to actually be there and see how things were done. 
There are so many things teachers do that they don t really know they re 
doino... they don't even think about it, they are just doing it and they know 
when to do it because they've been doing it for years. To know about these 
things..the best way is actually to be there. 
Teacher 1 cited conferences as a priority practice. While her description was 
somewhat perfunctory, perhaps bom of a long familiarity with the practice, she nonetheless 
saw this as an effective and necessary way of working with parents. The parents were 
more enthusiastic in their advocacy of this practice. 
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Teacher 1 
We have parent-teacher conferences. We have an open door policy. I keep 
uesday afternoons lorconterences with parents anytime that they want to 
come but. twice a year we have a formal sit-down 1/2 hour to an hour 
conference with the parents. 
Parent 1 
Then there were parent teacher conferences and the teacher went into such 
depth about my daughter and her life at school. It really wasn't very lon° 
before I had a very collaborative feeling with the teacher because we were 
both working with my child. I mean she was able to see my child as an 
individual and see her personality, and her growth, and her interaction with 
other children with a caring and a loving eye, but of course without the 
passion and deep engagement that parents have. She was very valuable in 
giving me information about my child socially, and suggesting ways in 
which we might go with my child, different ways to engage her socially or 
just ideas for raising her. She just had a lot of valuable insight and I quicklv 
began to trust her. 
Parent 2 
The conferences are very important for having a time and space to sit down 
with the teacher and bring your thoughts and questions about how the child 
is doing in a particular class and within the constellation of children within 
the class. It is the time to talk about what is going on in the child's 
development. 
Teacher 1 cited evening get togethers for the parents of students, a regular event, as 
an important time for the discussion of ideas and the airing of concerns. Only Parent 1 
commented at length about this practice. 
Teacher 1 
The class meetings that teachers hold about once a month are helpful. In the 
evening a teacher calls a parent meeting and parents are invited to come. 
There are always at least three a year. They are in the evening and the 
teachers do different things. They talk to the parents about what they're 
doing in class and try to let the parents know what's going on with their 
children. Some parents come, some don't. You can reach many through 
doing that. They are very active in the younger grades. They do a great 
deal with movement you know - the learning of" math their letters through 
138 
movement - so they might do that with the parents. That's excitino fora 
parent to actually do that. The more parents know the more they will be 
able to help their child at home and the more enthusiastic they will be and in 
turn the more enthusiastic their child will be. 
Parent l 
They are wonderful evenings as were the class night. There were several 
class nights, two or three each year. On class night we talked about our 
children and the teacher talked about what she was doing in the classroom 
and what was behind it. 
The teacher described home visits as an essential part of her work w ith parents. 
She considered them an effective means for creating an initial bridge between school and 
homes. The parents were both appreciative and supportive of this practice. All participants 
considered it an effective practice. 
Teacher 1 
Home visits are something we do all the time. We go to the home. Really 
the visit is for the child. It is not to go in and see what is going on in the 
home. Of course you take in all of that when you're there butTt is really for 
the child to see you in their home, invited in by their parents. It creates a 
bridge. I do visits the week before school starts. I don't stay that 
long...you don't have to. It is really a matter of being there, having tea in 
somebody else's house. The children always want to show you where they 
live. It tells you so much. 
Parent l 
The teacher comes just to have a cup of tea and talk and be in our family 
environment and sort of gather an idea of where my daughter comes from 
and talk a little bit outside the school environment. Immediately, I thought 
that it gave a sort of personal flavor, it increased our connectedness with 
the school and with the teacher in particular. It made me feel how important 
the children in her class were to her as individuals... and their families. 
And how important the school and the teachers consider the families of their 
children. It was a wonderful visit. We just talked. We talked about my 
child, about the garden. 
On that first visit I let the teacher and my daughter interact. It was 
sweet to watch them. She talked to her gently and observed her a little bit 
and my child was doing her child thing. 
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Parent 2 
It was very pleasant. We had a nice chat over tea and she had an 
opportunity to actually see where the children live, the room they have, 
what our house is like, I think it imparted so much more information than a 
conversation would have. I don't know that our house is so terribly unique 
but we do have a business here, and I could say to you "Oh my children do 
this and my children do that," but when you actually come and physically 
see, I think it imparts much more information than an image I can create in a 
conversation. I learned about the teacher. We talked about her goals in the 
class, what she was envisioning for the class in the current year. There was 
a lot more warmth in the meeting than in a school type setting. 1 felt I was 
meeting the person to a greater extent than this teacher enshrouded in a 
school. I feel that there was much more rapport established earlier on with 
the teacher because of the home visit. She came here and we did have a 
couple of conversations not only when she was here, but in making the 
arrangements for the visit. It has taken me much longer to connect with my 
other child's teacher because we did not have... not just the home visit but 
other conversations such as this. I'm not saying that she has not been 
available but it's just, the connection just wasn't there in the same way. 
The Interviews With Teacher 2 and Parents 3 and 4 
The interviews with Teacher 2 and Parents 3 and 4 indicated that both the teacher 
and the parents shared similar perceptions of the efficacy of the various practices that 
Teacher 2 had reported using with the families of his students. There were some 
differences between the teacher and Parent 4's perceptions about whether parents were 
welcome in the classroom. While the teacher believed he was providing an open invitation 
to all parents to visit and participate in the classroom, Parent 4 was constrained by her 
feelings that she might be a disruptive force. This difference in perception seems related to 
the parent's perception of how school is organized and whether parents should be in the 
classroom. 
The following excerpts detail the similarities and differences between the 
perceptions of the efficacy of the practices used by Teacher 2. The first practice mentioned 
by Teacher 2 was home visits. The parents echoed his view that these visits were 
beneficial to establishing a relationship between parent and teacher. 
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Teacher 2 
The whole thing is for them to meet me and learn about me and for me to 
earn about them. The whole relationship between parents and teachers has 
to be a personal one if you are going to be able to work together, and to say 
things that might have to be said. If the parents know that I am concerned 
an, {r »oa^s ^or child's well being are similar to theirs, then we 
will have a better chance of working together. That is why I go throuoh the 
trouble ot visiting the homes. It shows the parents that I am committed I 
think it avoids problems that might otherwise surface if there are 
misunderstandings. © 
Parent 3 
First off I was totally impressed. He was prepared and thorough. I really 
felt he had an interest in sitting down with us. I think it prepared my 
daughter to be comfortable for the coming year. It seemed like the teacher 
knew what he was going to do, which made me feel better. My dau°hter 
was excited to go to school. 
I think the home visits were a particularly good idea. I think, well, my son 
is really outgoing, but for some kids the first day of school can be 
intimidating - the home visit really breaks the ice. The visits gave the 
teacher a sense of the family, how the child lives on a day to day basis. I 
liked it. I thought it was a novel idea. I never heard of anyone else doing 
Teacher 2 indicated a strong advocacy for involving parents in the classroom. He 
extended an open invitation to parents to observe or to help in any way that was 
comfortable for them. Despite invitations Parent 4 was reluctant to come into the 
classroom, but she found her one visit productive. 
Teacher2 
I ask the parents to come into the classroom whenever they can. I leave it as 
an open invitation. They can just sit and watch or they can help. Getting 
the parents into the classroom lets them see just what their child is doing, 
how they compare to the other children, how 1 deal with the children, a 
picture is worth a thousand words. 
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Parent 3 
Coming in to help in the class makes me feel a part of that class. It gives me 
a great deal of satisfaction. It is nice to be a part and see how the teacher 
interacts with children and what he expects from the children. It has helped 
me to feel more a part of my daughter's world. It has been good to feel 
needed and wanted in the classroom. 
Parent 4 
l was just walking him into school and he wanted me to stay. It was spur 
of the moment. I was worried that I may be internipting something or 
maybe the kids would behave differently if I was in the classroom. I got to 
see some of the kids my son mentions. I got to see my son in action. I 
think it was good. It gives the parent an idea of what goes on. I mean it 
has been a long time since I was in first grade. The curriculum has 
changed. He is doing things that I didn't do until later. 
Teacher 2 offered In-class conferences in which the parents observed for the 
morning and then talked or had standard conferences on Parent/Teacher conference night. 
Parent 4 had taken the standard conference. Parent 3 used the in-class conference. Her 
estimation of the efficacy was similar to Teacher 2’s comments. 
Teacher 2 
This is a much better approach. First off I can easily prepare for one child 
and I can give a much more relaxed assessment of the child. More 
importantly, the parents get to see their child in action, for better or for 
worse. They can learn more by watching than by me telling them what 
happens. It makes for productive exchanges. 
Parent 3 
The in-class conferences are far better., they are just far better than the usual 
conferences. It is more personal. You get a feel for my child's progress. I 
oot a real feel for the class. I never did it before. It was a great experience. 
© 
Teacher 2 expressed a somewhat reserved belief in the efficacy of his newsletters. 
He sent them out in hopes that they were effective, but he was unsure of their efficacy. 
Parent 3 found them useful, as did Parent 4. 
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Parent 3 
me informed about what the teacher is 
ike to know what is going on and the 
can check to see if my child understood 
Parent 4 
miuw wuai is going on. 
Teacher 2 believed that his extensive written commentary on report cards was an 
effective way of informing the parents of his students. He expressed the belief that parents 
could get a better picture of their child's progress from this type of report than from the 
standard report card. The parents’ perceptions were very similar. 
Teacher2 
Many parents have commented that they liked these comments and that the 
comments told them more than the rest of the report card ever did. Often 
parents comment that they had seen the same things. This leads us to 
conversations about what we can do together to help the child. 
Parent 3 
It was nice to have a lengthy comment. It was very personal. The feeling 
that I get with the class is that my daughter is in a private class getting 
private lessons. When we get something from the teacher we know we are 
going to get a handful of information. He must do a lot of homework. 
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Parent 4 
unsatisfactory6) f?° “ruds,are Just > • 2. or 3. or satisfactory or 
hln„! y g S 1 found ,he le(,er more descriptive than the brief little 
things on the report card. It gave me a feel of how my son was with o he 
kids. It confirmed a lot of how I felt any wav 
Interviews With Teachers 3 and 4 and Parents S anH a 
Teachers 3 and 4 team teach a second grade class. The interview with Parent 5 
revealed a commonalty of understanding as to the purposes of the practices these teachers 
use in working with the parents of their students. Parent 5, in particular, expressed a great 
respect for the teachers and an appreciation of the ways they worked with her. Both the 
teachers and the parents found all of the practices efficacious. The practices and 
perceptions are detailed in the words of the participants. 
Teachers 3 and 4 invited parents into the classroom to observe as a way of 
increasing parental understanding of the curriculum and of the capabilities of the children. 
Both teachers and parents considered it a good way of educating the parents. Parent 5 was 
impressed with the practice. She described the teachers as confident and proud and she 
was duly impressed. Parent 5's reaction seems consistent with the results of the work 
reported by Hoover-Dempsey, Bassler, and Brissie (1987) on parent’s perceptions of 
teachers who have teacher efficacy. 
Teachers 3 and 4 
We have the parents come in every fall, if they wish, to sit in the class and 
watch for a morning. Well, that is the most eye opening experience you can 
ask a parent to have. 
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Parent 5 
They were very proud ol their work and had nothing to hide. The teachers 
have noth'ng to hide, nothing to hide at all. They are very proud of what ' 
they do. I think this is their way of presenting it to the parents. They are 
very open to suggestions. They said to me. "Did you see anything that you 
would have liked to change ?" I was very impressed. 
Parent 6 
The teachers’ personalities were open enough so that if a parent came in, 
they were willing to talk to them. Some teachers are just unable to cope 
with a parent coming in and asking questions. They give the impression 
that you're on my ground and the children can become a turf war. You 
don t have to do a lot. It doesn't take a lot to educate parents about what 
their child is going to be learning that year. It doesn't take much. We don’t 
want to know everything. They just want an idea of what to expect. 
Teachers 3 and 4 cited availability as an important aspect of their working with the 
families of their students. This very aspect was one of the things Parent 5 described as 
being most important to her. Parent 6 felt that the openness to talk was an encouragement 
that made her feel more comfortable. 
Teachers 3 and 4 
We are very available. Parents drop in all the time. I mean in the morning 
before school or after school. We send a lot of notes, make telephone calls, 
and talk to drop-ins. We do a lot counseling. We get the school nurse 
involved. We talk about parenting skills, we've talked to women who have 
been abused, we've counseled women who have been raped, they come in 
and say guess what happened to me over the weekend. You've got to give 
some support so that you can give support to the children so we become 
counselors in our own way. It is amazing what we get involved in. 
Parent 5 
I approached them many times for suggestions about my child. My 
daughter is my only child, every year is a novelty to me. She is a very 
intelligent girl but she has her shortcomings in various areas and I didn't 
know how to deal with those. I was absolutely encouraged, if I had any 
questions, whether it be the stupidest thing, to come right in and talk with 
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• e. .eacher' wLould send a.note or " was really easier for me to come 
right in person because I think you get a lot more out of it meeting face to 
tace. 1 went in otten. usually in the morning before school started. Thev 
were always there. They were always available. I don't know what time 
they got there, but if I got there at 8:30 they were already there. Thev were 
always available... If I wanted to stay for three hours and discuss a problem 
hen was encouraged to stay there. If I wanted to go in and just observe 
the class at any time it was an option available to me. I never felt that 1 was 
shut out in any way, shape, or torm. They were always open to me at anv 
time. * J 
Parent 6 
They were always available to talk. I made me feel good to know that I 
could talk to them if I needed to. 
Teacher 3 and 4 described In-Class Conferences as one of their most important 
tools for working with the parents of their students. Although not all parents take them up 
on the offer, they felt that those parents who did come in for these types of conferences 
benefited a great deal. Parent 5 was in complete agreement. 
Teachers 3 and 4 
The in-class conference is the most important practice. Too many people 
see their child in isolation. The parents see their child in action. The 
children at this age are very good. They do not turn on or off their 
behavior. They are so proud to have their parents there, they are pretty 
much the same. You get to see interaction between the parents and children 
too. The parents get to see you, you get to see them, they get to hear you 
and understand what really happens in the classroom. 
Parent 5 
In-class conferences: It was a very unique experience. I had never even 
heard of anyone who offered such a thing. It was wonderful, I loved it. 
You could go and sit in on the classroom and actually see them doing their 
job and see how the students responded to them. It was fabulous. I 
jumped at the chance to go and observe them and observe how my daughter 
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reacted to them and to see how they handled their classroom. You were 
exposed to their discipline and their teaching theories. It was marvelous. 
Parent 6 
It also takes the mystery away from the conferences. You get to see what 
goes on with your own eyes. The usual conferences are so short. You 
have to sit in a hallway waiting tor your fifteen minutes. The in-class 
conference allows you to see your child and the other children. You °et a 
better sense of where your child is in the class. 
Teachers 3 and 4 used a form of written communication to the families of their 
students. This form was called The Express. They considered it a very effective way of 
keeping parents informed. Parent 5 concurred in this assessment. 
Teachers 3 and 4 
Another thing we do is the Express. I got this from my daughter’s teacher. 
We do it every Friday. At the top is a behavior report for the week. The 
bottom is homework for the next week coming. The bottom gets cut off 
and the top gets returned. It is a wonderful communication tool. 
Parent 5 
My daughter comes home every week with something she calls her express 
paper. I've never been exposed to it before, and none of my friends at 
different schools had a week to week up date on their child's progress. So 
you are aware every single week of where her failings were, where her high 
points were. It told you what they were up to what their field of study was, 
what the homework was. You couldn't say, gee, I didn't know, I forgot. 
There was no excuse. They kept me informed every week. I didn't have to 
wait for the report card to find out my child was having a problem. It was 
also a communication back from me. It was brought home every Friday. It 
had to be signed by the parent and returned every Monday. I would write 
little comments back to them. They would write if Katie had a problem this 
week or if she excelled in something this week. 
Parent 6 
One of the things that is helpful is the weekly checklists. What it is is a 
made up form. It lets the parents know if the kid has a good week or if 
there are problems. It lets me know what is happening so I can help out. I 
want to know how my child is doing. I don't want to find out that my child 
has been having a problem for a month. If I know there is a problem, I can 
do something about it. 
Homework was described as an essential part of Teacher 3's and 4's program of 
working with parents. They consider it a priority to get parents to become involved with 
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their children's homework. They consider it a choice that parents have to make to show 
their children that education counts. Parent 5 recognized the message and agreed with the 
\ alue ot this practice. Parent 6 was also appreciative of the practice. 
Teachers 3 and 4 
Homework is very important to us. We have homework 4 nights a week. I 
hope it doesn t take more than 1/2 an hour. We very strongly expect them 
to maintain consistency with homework. We find that we can start that 
attitude here - that there is an accountability, that you need to be there for 
your children, that you need to help them. They're young, eventually they 
won t need you, but they certainly do now. We are very pushy about that 
because it is just a small place to get started. It isn't always successful, 
because some still don t do much for their children, who continually come 
in with nothing and say "Nobody would help me." But I will say that we 
have been able to make the parents aware that homework is a priority. We 
let them know that it should be done thoroughly and not in some fly-by- 
nightish way. We get a lot of grumbles from those who don't want to be 
bothered. We've gotten calls on the phone, nasty notes: "It took my child 
too long." But they are making these judgments without coming into the 
classroom to see what we are teaching or being aware of what we are doing. 
Their children are capable. We want to push the children, the parents say 
we are pushing too much. They want to make it easy. They want it easy 
for the child because it is easy for them. Giving up a trip to the mall, giving 
up a trip to grandma's, I realize, if you work as we work, it is hard to&find& 
time to do these things with your children, but where does education fit into 
your life. Is it more or less important than a trip to the mall, is it more or 
less important than bingo, and we get that. We get children saying, well I 
couldn't do it because my mother went to bingo. So, can we turn this 
attitude around? If we can't well you know where that child is going to end 
up as a fifth grader or middle schooler - a failure, because he will not have 
the sense of responsibility because his parents don't have a sense of 
responsibility. 
Parent 5 
She has rigid homework. The kids have homework four days a week. 
That was another thing on the Express Paper. Over in the left hand comer, 
every week were your spelling words. There was no excuse for not 
knowing. The homework was very regular. We had the same homework 
four days a week. On Monday it was spelling, Tuesday math, and then 
social studies, it was the same every week. Very consistent. The 
homework got progressively harder. One thing they did for homework a lot 
was an interview. She would come home with a paper and she was 
supposed to interview someone about this. That was always very 
interesting. She came home one day and asked about where I went to 
school. Another time she asked when I got my driver's license. What was 
my first car. Not only was she learning things about school, but she was 
also learning things about mom that I wouldn't have ordinarily related to 
her. Not at this point in her live. The teachers were orchestrating how to 
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find out about family. It was done in an interview form so they could relate 
' ' u ,‘hl,nk,lhal 11 helPcd h>' making homework a family typedeal She 
cot Idn do homework by herself. Perhaps it was the teachers' way of 
filing the parents involved. A third of the homework required hefn from 
grownup 11 righ' 3t ‘he l°P- "Ask mom a"d ^to help ” oPr a 
Parent 6 
It was nice because now I'm working and going to school. When mv 
daughter was in school I was at the school a lot so I knew pretty much what 
rsmuchnaSs0inhaH^e cl™m’^>ut tbe last ^vearortwo not in the school 
?'Tchas 1 bad been Wlth my daughter. The homework still kept me in 
touch with what was going on. The nightly homework made me feel o00d 
school6 WCre ab 6 t0 kn°W What WaS S°in§ °n 'n the classroom and in The 
Interviews With Teacher 5 and Parents 7 and 8 
Teacher 5 is known for her program. Parents participate in a lottery to get their 
child into her class. When a child enters her class the parents are aware that they will be 
actively involved in their child's education. The parents are often in the classroom. There 
is a great deal of agreement as to the efficacy of the practices Teacher 5 uses, but Parent 7 
expressed some reservations about the way Teacher 5 had utilized the conferences. This 
problem was not about the efficacy of conferences, but about some missed 
communications. This seems to suggest that even though parents and teachers might agree 
on the efficacy of a practices, there can still be problems in particular examples. 
Involving parents in the classroom is the centerpiece of Teacher 5's program. 
Parents 7 and 8 are in agreement that this is a good way to inform parents and to give 
parents an opportunity to learn. 
Teacher5 
Part of the reason why I like having parents come and teach with me is the 
reinforcement that, of course, they are teachers too. I do a structure 
teaching, different from the home, but that doesn't mean that they aren't 
teaching also. 
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Parent 7 
I think it is a good thing. You get to see what is goino on. You can see 
how the kids are interacting and how your child is doing and you can catch 
up on things. We probably have 50% of the parents in the class who are 
able to go and do that. It has been good for me and I think it helps my 
child. He enjoys seeing me come in. I do most every field trip. It is good 
for the child to know you're interested, and the teacher too. 
Parent 8 
Working in the classroom: I've gone down lots of times to supervise the 
kids while they make their own lunch. I've gone in to do that. Sometimes I 
get in a little early, sometimes I hang out a little afterward while there is 
classroom activity going on. In a way I learn from the teacher. I'm in the 
classroom at least three times a month. I know what is happening most of 
the time either from being there or from my daughter or from herlriends. 
She has a lot of friends in her class and they come home after school and I 
hear everything. I feel I'm better connected. 
Each summer Teacher 5 invites the parents of her incoming students to her home 
for an informal get together. Teacher 5 considers this an essential practice. The parents 
agree that it is an effective way to start the year. 
Teacher 5 
Yes, of all the things it is good for both of us. I find it is the way to start 
school. I've had my wonderful summer and who wants to give it up. The 
parents come and I have such a swell conversation with them. They are 
such interesting people and they have had an interesting time sharing their 
children. They all come, it is always well attended, so that we get among 
ourselves quite a picture of the children from the people who care about 
them and know them the best so it is a good way to start. I've always 
thought that I have to talk to parents before I've begun school so that I'm 
not on the defensive and so they aren't either. 
Parent 7 
She has a gathering before school starts. Basically she wants to get ideas 
from parents about what goals to set in the class. She gets an idea from 
parents what they feel they would like to see happen with the class and 
what's going to happen with the class - and let them know what she is 
going to do. 
Parent 8 
I think the meeting was designed to allow the possibility for any parents 
who had specific things in mind to ask questions. I think it was sort of a 
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courtly on her part to just create the option lor people to come to her 
house and say anything that was on their mind's or to ask questions. It was 
J st sipping tea and talking. It was basically relaxed and it was successful. 
Conferences are considered a important tool by most teachers. Parents consider it 
important too, but sometimes there are difficulties. There was a breakdown in the 
communications between Teacher 5 and Parent 7 which resulted in frustration and anger for 
Parent 7. These interviews occurred at a time when the problem had not yet been resolved. 
Teacher 5 was aware of Parent 7's frustration and was working to overcome the problem. 
Teacher5 
The meetings are very important because I think that the parents come 
revealing the intensity of their anxiety, interest in their child’s school work 
I hey want assurance that whatever their child is doing is OK, and if there is 
a problem, that I am on top of it. 
Parent 7 
I always thought that she was straight forward. She tries to be political 
about telling me something. I make the communication. We just had a team 
meeting and she really took us back, because I always thought that the 
teacher kept in contact with me about what was going on. When I walked 
out of that meeting I had heard stuff that I had never heard. I was really 
very angry because she hadn’t brought these things up with me. 
Parent 8 
Conferences are an opportunity for parents to come in and discuss problems 
or good things in the kid. I thought they were very useful. 
Efficacy Ratings From the Priority Practices 
The third data source for answering Research Question 2 was the efficacy ratings 
from the Priority Practices section of the WTWWP survey (see Table 9). This section of 
the survey had asked teachers to list their priority practices and to rate those practices as 
being not effective, somewhat effective, effective, or very effective. Previous analysis of 
the Priority 
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Practices revealed eight categories of practices. The Very Effective category and the 
Effective category were combined into one for purposes of presentation. Both of these 
categories represent a positive response. The Somewhat Effective category is presented as 
well as the Not Effective category. The efficacy ratings for the practices included in each of 
these categories were tabulated for frequencies and percentages. 
All of these practices were listed by the teachers as priority practices, so it comes as 
no surprise that they are by and large considered effective. The most noteworthy results 
are the efficacy ratings of the Workshops, Open Houses, and Involving Parents at School 
categories. Less than half of those teachers who listed Workshops as a priority practice 
rated it more that Somewhat Effective. Some of the commentary written on the surveys 
indicated that Workshops are not as well attended as some teachers would like, which 
might account for the low efficacy ratings. 
The Open Houses also received a high percentage of Somewhat Effective ratings. 
This is an interesting finding in light of Lightfoot's (1981) criticism of Open Houses. She 
characterized Open Houses as ritualistic occasions that seemed designed to avoid rather 
than encourage meaningful dialogue between teachers and parents. The teachers in this 
survey did not seem to view this common practice as particularly effective. 
Involving Parents at School also received a high percentage of Somewhat Effective 
ratings. Again, comments written on the surveys seemed to indicate that a number of 
teachers found it hard to get parents into schools. The difficulty of getting parents to come 
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Table 9 
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in to school was also found in the data on conferences. Many teachers wrote that they 
would like mandatory conferences because many parents do not attend conferences or 
school events. These data may help to explain the low rating given to involvins parents at 
school. 
Efficacy Ratings From Possible Practices 
The final data source for Research Question 2 was the efficacy ratings from the 
Possible Practices section of the WTWWP survey. The analysis of the data was 
accomplished by using the Statistical Package for the Social Sciences (SPSS). Descriptive 
statistics, the calculation of frequencies, percentage distributions, and means were 
generated to provide an overall picture of the data. Then inferential statistics. Analysis of 
the Variance (ANOVA), and Factor Analysis were used to determine if there were any 
differences between or among groups. 
The frequencies and percentages of the efficacy ratings for the 21 practices are 
presented in Table 9. While there is not exact correspondence between the data, there is a 
consistency between these data and data from the corresponding categories in the Priority 
Practices section. Some variant of each of the eight categories that emerged from the 
written statements of priority practices can be found in the Possible Practices section. The 
data from some categories - conferences, for example, were very similar, while others fell 
within a plus or minus 10% range. 
The one glaring exception is the data on Home Visits. In the Priority Practices 
section eight (100%) of the respondents who listed the practice rated it either Very 
Effective or Effective. In the Possible Practices section 13 (59.1%) of the 22 people who 
employed the practice rated it either Very Effective or Effective, but nine (40.9%) said it 
was Somewhat Effective. It seems clear that the eight who listed the practice as a priority 
repeated their 
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Table 10 
Efficacy Ratings of the Possible Practices 
Practice Lfficacy 
Rat in2 
^ ^ 1 1 UVll 
frequency Percent Valid 
Percent 
1 Did you visit the homes of \our 
students in your capacity as a 
teacher? 
not effective 
somewhat effective 
effective 
very effective 
missing 
0 
9 
5 
8 
204 
0 
4.0 
2.2 
3.5 
90.3 
0.0 
40.9 
22.7 
36.4 
1 Did you have school mandated not effective 0 0 0 n n 
parent teacher conferences? somewhat effective 39 17.2 21 0 
effective 66 29.1 35.5 
very effective 81 35.7 43.5 
missing 41 18.1 
3 Did you have a conference other not effective 3 1 3 1 1 
than the school mandated somewhat effective 56 24.7 
1 . -f 
2S 9 
coherences with the families of effective 109 48.0 50 5 
any of your students? very effective 48 21.1 7? ? 
missing 1 1 4.8 
4 Did you send class newsletters to not effective 3 1 3 1 <) 
the families of your students? somewhat effective 44 19.4 27.7 
effective 74 32.6 46.5 
very effective 38 16.7 23.9 
missing 68 30.0 
5 Did you send portfolios of student not effective 4 1.8 2 5 
work to the families of vour somewhat effective 35 15.4 21 6 
students? effective 81 35.7 50.0 
very effective 42 18.5 25.9 
missing 65 28.6 
6 Did you send home evaluations not effective 0 0.0 0 0 
other than report cards? somewhat effective 57 25.1 26.4% 
effective 106 46.7 49.1 
very effective 53 23.3 24.5 
missing 1 1 4.8 
7 Did you have any of your students not effective 0 0.0 0.0 
keep a journal that went back and somewhat effective 24 10.6 42.1 
forth between home and school? effective 18 7.9 31.6 
very effective 15 6.6 26.3 
missing 170 74.9 
8 Did you assign homework that had not effective 3 1.3 1.7 
to be acknowledged by the parents? somewhat effective 56 24.7 31.5 
effective 83 36.6 46.6 
very’ effective 36 15.9 20.2 
missing 49 21.6 
9 Did you write letters intended for all not effective +* 0.9 1.1 
the families in your class? somewhat effective 56 24.7 31.3 
effective 70 30.8 39.1 
very effective 51 22.5 28.5 
missing 48 21.1 
10 Did you write individual letters to not effective 0 0.0 0.0 
any of the families? somewhat effective 43 18.9 22.2 
effective 105 46.3 54.1 
very effective 46 20.3 23.7 
missing 33 14.5 
11 Did you have informal hallway not effective 4 1.8 1.8 
conferences with family members somewhat effective 60 26.4 27.4 
before, after, of during school? effective 104 45.8 47.5 
very effective 51 22.5 23.3 
missing 8 3.5 
Continued, next page 
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Table 10 continued 
Practice liflicacy 
Rating 
frequency Percent Valid 
Percent 
1 12 )id you make telephone calls to not effective 0 0.0 0.0 
any of the parents of your students? somewhat effective 46 20.3 20.7 
effective 104 45.8 46.8 
very effective 72 31.7 32.5 
missing 5 2 ° 
13 >id you educate parents as to how not effective 2 0.9 0.9 
they could assist their children in somewhat effective 96 42.3 44.9 
school work? effective 78 34.4 36.4 
very effective 33 16.7 17.8 
missing 13 5.7 
14 Did you explain the curriculum to not effective 4 1.8 18 
the families of your students? somewhat effective 69 30.4 31.1 
effective 1 10 48.0 49.5 
very effective 39 17.2 17.6 
missing 5 . A* 
15 Did you ask parents to perform any not effective 7 3. 1 3.3 
activities at home that supported somewhat effective 81 35.7 38.6 
the curriculum? effective 80 35.2 38.1 
very' effective 42 18.5 20.0 
missing 17 7.5 
16 Did you work with parents on not effective 
7 3. 1 6.5 
developing more effective somew hat effective 65 28.6 60.2 
parenting skills? effective 28 12.3 25.9 
very effective 8 3.5 7.4 
missing 1 19 52.4 
17 Did you conduct a survey to find out not effective 8 3.5 8.7 
how you could use parents in your somewhat effective 44 19.4 47.8 
classroom? effective 31 13.7 33.7 
very effective 9 4.0 9.8 
missing 135 59.5 
18 Did you have parents visit your not effective 
1 1 4.8 6.4 
classroom to observe? somewhat effective 65 28.6 37.8 
effective 70 30.8 40.7 
very effective 26 1 1.5 15.1 
missing 55 24.2 
19 Did you involve the parents of your not effective 
10 4.4 5.6 
students in your classroom? somewhat effective 49 21.6 27.2 
effective 78 34.4 43.3 
very effective 43 18.9 23.9 
missing 47 20.7 
20 Did you intentionally gather data not effective 2 0.9 2.6 
on the families of your students? somewhat effective 23 10 1 30.3 
effective 38 16.7 50.0 
very effective 13 5.7 17.1 
missing 151 66.5 
2 Did you include the parents of your not effective 3 1.3 5.6 
students in decision making about somewhat effective 1 1 *4.8 20.4 
activities in your classroom? effective 32 14.1 59.3 
very effective 8 3.5 14.8 
missing 173 76.2 
assessment of its efficacy. One possible explanation is that the others who used it were 
required to do so by their schools, and that it was not a practice they had chosen. 
Next an ANOVA was performed to determine if responses on this section were 
affected by grade level or number of years of experience. The results of the ANOVA 
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warrant an assertion that the number of years of experience does no. make a difference in 
the way teachers ascribe effectiveness to the 21 practices. On the other hand, the influence 
ot grade level is unclear. The results do no. warrant an assertion either way in the majority 
of instances. For the most par. the evidence is neither strong enough to say that grade level 
makes a difference nor to claim it doesn't make any difference. The data from k 
kindergarten 
and first grade teachers may have been hoped to provide more conclusive results, because 
these teachers are more likely to utilize these practices. However, the data showed that 
there really is no difference in the way they rate the effectiveness of these practices. 
The efficacy rating of practice 18 - having parents observe in the classroom - 
provided the one exception in the data on effectiveness. An ANOVA was performed to 
analyze the responses of the 78% of the population who reported that they employed this 
practice. The result revealed that when it came to rating the effectiveness of having parents 
observe in the classroom, the kindergarten and first grade teachers thought it was much 
more effective than the second grade teachers. The third grade teachers generally did not 
rate it as an effective practice. 
Summary 
The purpose of the sample selection for the teacher and parent interviews was to 
find situations where the teacher practices were working. The interview data from the 
teachers and their respective parents indicates a great deal of similarity in the perceptions 
about the efficacy of the practices used by these teachers. The interview data from the 
parent interviews indicate that the parents had appreciated the practices used by the 
teachers. Furthermore, the responses of the parents showed that the practices had had their 
intended effect. 
The selection was very narrow and it is impossible to generalize that all parents of 
these teachers had enjoyed as productive and sanguine a relationship. In fact, the 
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C'n l""'Wl“ 'h« offered cream 
practices cat, effectively involve parents in their children's education. 
The efficacy ratings from the WTWWP survey offered some noteworthy 
compansons with the interview data. One of the most pronounced differences was in the 
view of involving parents in the school. Three items on the survey deal, with different 
aspects of this practice. Item 18 asked if the teacher had parents visit the classroom to 
observe. Only 96 respondents (42.3%) had considered i, a very effective or effective 
practice. Item 19asked if the teacher involved parents in the classroom. One hundred 
twenty-one respondents ,53.3%) considered that an effective or very effective practice. 
Item 17 asked if teachers had conducted a survey to find ou, how they could use parents. 
Forty respondents (17.7%) had rated this a very effective or effective practice. 
These data stand in contrast to the interview data. The majority of teachers 
interviewed made involvement of parents in the classroom an important part of their 
program for working with parents. Those who used it considered it a highly effective 
practice. Furthermore, the parents also considered it highly effective. 
Another difference was in the way the two populations viewed educating parents. 
Item 21 on the survey asked respondents: Did you work with parents on developing more 
effective parenting skills? Of the 108 respondents who indicated that they had done this 
only 36 (30.3%) considered it very effective or effective. In contrast, most of the teacher 
leaders indicated that this was an important aspect of their work. Furthermore, the parents 
indicated that they had wanted and appreciated the teacher help in improving their skills at 
understanding and working with their children. 
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Research Question ^ 
The third and final research question posed in this study was: Wha, do teachers and 
parents suggest as prionties for improving school and family partnerships? Two research 
instruments, the WTWWP survey and teacher interviews, were used to generate data to 
question. These instruments produced three data sources. The first data 
source was the transcriptions of written responses to the WTWWP survey from 135 
teachers who listed their recommendations for helping parents and teachers work together 
more effectively. The second data source consisted of transcriptions of interviews with 
five teacher leaders interviewed for this study. The third and final data source consisted of 
the transcriptions of the interviews with the eight parents interviewed for this study. The 
data from these three sources provided a number of suggestions for how parents and 
teachers might work together more effectively. The relevant data from each of the sources 
re presented in the following paragraphs as a means for answering Research Question 3. 
Survey Data On Building Better Parent-Teacher Cnllahnrait™ 
The final portion of the survey asked respondents to share their ideas about 
improving school and family partnerships. One hundred thirty-five respondents (59%) 
wrote 275 recommendations. An analysis of those recommendations revealed four distinct 
categories that seemed to accommodate a majority of the data. 
Improving communications between parents and teachers was the theme of 118 of 
the recommendations. Some of these recommendations came in the form of suggestions 
for the approach that all teachers should take in communicating with parents. 
Be friendly to parents. 
Try to concentrate on the child’s strengths and build 
more receptive to praise about their children. 
on them. Parents are 
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Remember you are working with a child w ho is the central concern of a 
Parent. I hat child is often the most important thing in a parent's life. 
Show respect to earn respect. 
Make the relationship with parents a good one. Make them comfortable with 
you so they will not be defensive. 
Realize that a parent can provide some valuable insight into their child's 
behavior. Listen to the parent's ideas and suggestions. Try to compromise. 
I ms will go a long way in improving attitudes. 
Communicate. Communication is the key to all relationships. Talk to your 
parents frequently. Let your parents know what you expect from them with 
ease and they will let you know what they expect from you. 
Other recommendations were specific about how to utilize different practices of 
working with families. Several recommendations focused on the first contacts between 
teacher and parent. These recommendations stressed the need for a positive beginning to 
the parent/teacher relationship. 
Try to make all first contacts with the parents positive. Call the parent when 
the child has done something positive. Don’t call just when there is a 
problem, make happy calls. 
The initial contact with parents should be a positive one emphasizing a team 
approach to working with children. Each parent should be contacted as 
soon as possible in the year to prevent negative first calls. 
Other recommendations came in the form of suggestions as to how teachers could 
make use of written communications. 
Send home thank you notes or special awards to parents who participated in 
helping in the class. 
I like the idea of having a portfolio of work going home and being returned 
to school with parents' comments on it. 
It is crucial to send weekly newsletters and other forms of communication 
home with students. 
The homework pad is also used as a means of communication. I can write a 
short note on it to the parents and vice versa. 
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to meet and work to«ether. 
^Tho^t^rstdeene«ru involved they 
Have parents and teachers 
of similar need. attend simultaneous in-services together in areas 
Work on committees together for the 
school environment, implements a 
problems. ° 
sole purpose of improvi 
new program, eradicatin 
ng their child' 
g discipline 
s 
The second theme that emerged from the recommendations focused on parent 
education. Fifty-eight recommendations focused on ways that schools and teachers could 
equip parents to assist in the education of their children. Many of the recommendations 
were specifically targeted to content areas. The goal of these suggestions seemed to be to 
teach parents how to reinforce and supplement their child’s leamino 
to * 
Having mini workshops at night where students and parents practice 
«m,.h.hr S°me *fyS t0,lea™ reading, math, writing. These skills can be the 
same things we do in the classroom. Parents would know how to practice 
and know wha, we are actually doing. A lot of my parents had no idea 
where to begin reinforcing reading and spelling at home. It is not that they 
didn t want to help, they did not know how to help and were ashamed to 
Counsel parents to broaden their child's experience through 
to the zoo, museum, trips, art shows, etc. 
family outings 
Sh°w parents different ways they can play as a family to help their 
use thinking skills, problem solving, etc. 
children 
Parents often lack the knowledge and skills they need for optimal parenting 
and assisting with homework. Workshops, seminars, etc., should be held 
to educate parents. 
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Some of the recommendations that called for parental education did no. deal with 
academic areas, but with basic parenting skills and human relations. The tone of 23 of 
these recommendations was distinctly critical of parents. The comments seemed to indicate 
a frustration among some teachers. 
edTeatfomNotTu"" le^anf' ** inV°'Ved deeply With their child's 
We need to educate parents. Parents need to be better informed of the 
oh:&Whe CaSSr°°m' The-V should be held responsible for their 
children s behavior in school. Parents today see teachers as tar»ets or 
capegoats. They think educating their children is the teacher's” 
:cbl ty; tflat 'earning takes place in school. Children are taken out of 
for famous reasons; haircuts, fairs, appointments. They come to 
performance'^ ^ dressed ,n wa-vs ,hat f°ster negative behavior and 
I feel that every parent and teacher should have a face to face conference. 
com'einarentS pre^Cr n0t t0 come ‘n for a conference or won't make time to 
Parents need to be accountable and be instructed how to help their children. 
Getting parents into the school was the theme of 44 of the recommendations. The 
thrust of these comments was that parent/teacher relations are helped when parents are more 
actively involved in the schools, and, more specifically, in the classrooms of their children. 
Get the parents actively involved in the classroom. Not just with parties or 
PTA but in the daily learning routine. This enables the parents to value 
education, which in turn becomes instilled in their children, which, if 
continued, will lead to less student failure. 
If parents could volunteer in classroom to listen to children read or write 
they might get a more realistic idea. 
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Structural changes in the organization of school were mentioned in 29 
recommendations. These recommendations involved making some changes to the existing 
organization of schools in order to deal more effectively with the parents of the students. 
montSh1ybleAt theseh°confee '""T* co"<>™ces( parent/teacher) weekly or 
ctivities to community centers located in the neighborhoods. YP 
Reduce class size so teachers can have more time to work with families It 
takes time to get to know their needs and how it is most effective to 
communicate with each family. ettective to 
Jertir‘a0?1 year We hav,e in place a Parent Resource Center directed bv a 
eonfe d classr°om teacher. She has been very effective in oroanizino 
Re^ren?h-S an<J ^workshops and getting parents into the school setting 
Because this is her only job she has already had much success She also 
tutors students in need, which has been very helpful. I would hi°hly 
recommend that this position be at every elementary school. ° Y 
Recommendations From the Teacher Interviews 
An interesting finding from the analysis of the transcripts was the lack of 
recommendations made by the teachers who were interviewed. A more careful reading of 
the data suggested some possible explanations. First, it is important to remember when 
considering the data from the transcripts of the teacher interviews that all but Teacher I 
were anomalies in their schools. Teachers 2,3,4, and 5 were the only teachers in their 
buildings who employed many of the practices they listed. Teacher 5 described the 
interpersonal dynamics that accompany her experience as a teacher who pursues an 
alternative course. 
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cantids nhv in^T WSS i! !ot ot neSa,iv'*y about what I did. How 
" .ds Play 'he classroom and leant. So after I weathered those 
criticisms people got so they liked me all right as long as they didn't have to 
ar any hing about what I was doing. They resented the uniqueness of the 
program and the hoopla over that. I was careful not to antaoonize them so I 
donh |0‘,drelallinlshlPwlthteachers. But it still remains that they mostly 
aon t want to know what I do. : 
While this is not necessarily the situation with all the teachers, it brings up a 
possible explanation for the dearth of recommendations. Teachers work in social settin°s 
in which they must balance their performance with the norms of the workplace. An 
individual may pursue an alternative course but that is an individual choice. There is also 
the possibility that administrative decisions can determine teacher practices thereby stifling 
possible innovations. This possibility is brought up by Teacher 3. 
At the school where my children go, a couple of the teachers there love the 
idea, but here we are free to do what we want and nobody else has to do it. 
In a smaller building, many times the whole staff has to comply and there 
are a lot of teachers who find this too scary. It is a scary experience unless 
you have a lot of confidence. Because what if they don't like what you're 
doing. 
Another possible explanation is that the practices these teachers are using are their 
recommendations. The practices these teachers use to work with the families of their 
students are, by the very fact of their continued use, recommendations. Each of the 
practices listed by these teachers is a practice that they have found to be effective in 
working with the families of their students and are therefore defacto recommendations. 
The teacher interviews did produce a few recommendations. Most of them had to 
do with technical support. Only Teacher 5 had a telephone in her room. This w as 
something all the teachers would have liked. 
We need telephones. It is terrible to talk to parents with vacuum cleaners 
and typewriters running. And some of the things we're talking about are 
very personal and here you have everybody in the world around you. 
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Because some ot these teachers; 
ire pursuing different paths than their colleao 
ues. 
01 v“"d"" r»——» ,h„, P„c„«, 
principals .nppon Hem and He, warned ,0 know if Heir 
practices really made a difference. 
They wanted to know that their 
The administration doesn't come here nfipn \\/^ • , , 
year. He came to lunch when he first o0t m ,nv\ted the principal last 
know They only know the parents are happy and the kids all love it 
everybody wants to go. I'm always here. They don't know IroT. do it. 
Another recommendation that was implicit in many of the practices listed by the 
teachers was the need for more personal forms of evaluation of students. All of the 
teachers expressed the need for student evaluations that inform and engage parents in their 
children's learning. 
O 
I thmk I would prefer an entirely different form of evaluation I like the idea 
of portfolios of a child's work. I jus. haven', figured ou, how io do it i 
think a presentation of work is a way of working with a child and family it 
appreciaStedCOnCrete reC°rd °f accomPlishment that ca" be discussed and^ 
The one recommendation that was present in all of the teachers interviews was that 
teachers must spend as much time as they can informing parents and helping them to 
understand what education is about. This theme pervaded all of the practices listed by these 
teachers and it was voiced by all of them. 
There is always suspicion about things you don't know, especially if they 
are a little different and our ways may be a little different from what is 
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happening out there. The more time that I can give in this regard, the more 
information they can have, the more you can meet them on a personal level, 
with warmth, the more they move toward wanting to know more so they 
can help their child. " J 
Another important theme that emerged is that parents need guidance on how to be of 
help to their children. Most of the teachers commented that changes in society have 
affected standards of acceptable behavior for both children and adults. The teachers 
described the students of today as having more problems than the students of 10 and 20 
years ago. 
Certainly children are much antsier, much less focused, much more 
loquacious without substance. I spent a lot of time drawing them into the 
center, bringing them back from 100 million distractions that they have in 
themselves and generate in each other. To accomplish any kind of a 
teaching situation is a hard thing to do. I spend a lot of time. Their 
settledness, once they are, doesn't last as long. 
If you really take a good hard look, I think they are still in the minority but 
growing. The numbers are increasing of learning disabilities and extreme 
home situations, abuse, you know, all the things I'm sure you're not 
surprised to hear, but it has increased, especially learning disabilities. I 
don't think I've seen so many based back upon on alcohol and substance 
abuse and these are severe. Back when I first started, learning disabilities 
were the child who didn't catch on to reading at the normal time. Dyslexia 
at the time was something big. Now the problems with names like psycho- 
linguistic, and we're having problems that we have never seen before. We 
have two children scheduled for a psycho-linguistic class but it is full so 
they'll be staying with us for the rest of the year. But this is a new thing. 
Second graders functioning on a kindergarten level. Along with emotional 
problems and parents who are very neglectful so you have many bags to 
carry. 
Most of the teachers commented that they can no longer work with just the children 
that come in to their classes. They found that increasing numbers of parents are requesting 
help or manifesting signs that they do not know how to deal with their children. The 
teachers voiced the opinion that many parents need guidance as to how they can best assist 
their children to make the most of their school experience. 
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We hope that by educating parents, helping them develop their parentino 
shills and know,ng how a child develops that they will in tum find the"rg 
develop So '°1 ,heir chlld 1,1 a fashion that allows the child to 
develop So it is not you do as we do kind of thing at all. it is really iust 
mere"! L'thT tha*Way wi,h theirchild- There is so much out 
A 1^- • ,!nd that many Paren,s today are having difficulty with parentino 
haL°‘ 0t th.em hav<; §r°w" UP ^ broken homes themselves. They haveifit 
out rhf<>0 KeXaTP of what " means to parent and there is so much material 
loo ealT; hOWnyrT'at,e ‘° y0'lrchlld but real'y none of that material looks at a child s whole development and how things that we do in the first 
thinT, ihn,rS affeet a„perSO" throughout their whole life. Those are the 
SSTSS 6 ^SUally Pa,d attention to. You can fill a child with all kinds of 
snsT! .?,'1 a"d,get th<7,m !° do almost anything you want them to do but it 
sn t a matter., it is really looking at the child and saying what can I do for 
this child now that will help him or herto grow to be a whole, full human 
being d0ervehlopsWh0 6 S° 'hat rea"y 'akeS lo°king at how a human 
We don't have many parents who build their child's selfesteem. They have 
no inkling on how to be a parent. There is often a negative, punitive 
environment at home. It is the kind of environment where they do it the 
way their parents did it. I can give you an example, I was out in the hall 
waiting with a parent because we were going to have a meeting and parents 
came in with children for the four year old parenting group. They walk in 
the door, it was chilly in the hallway, out in the front hallway and the little 
boy starts to take off his jacket and the mother says "Put that jacket on or 
m going1 to hit you!' That was her way of talking to him. Now you hear 
enough oi that all the time you don't feel very good about yourself. 
Recommendations From the Parent Interviews 
The parents interviewed for this study were more forthcoming with 
recommendations than were the teachers. All of the parents were appreciative of the 
practices used by their children's teachers. All but Parents 1 and 2 mentioned that many of 
the practices used by their children's teachers were novel experiences. They commented 
that they wished these practices were more widespread. These comments are characterized 
by the following excerpts. 
But as far as everything else went I was very impressed with the in-class 
conferences. It was a new school year and I was not familiar with the 
teacher. It is too bad that other teachers don't offer it. 
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Home visits are something I think that should be a 
every teacher to try and put into their repertoire. 
necessary component for 
l do believe that my child's teacher is much more receptive than anv 
previous teachers. I hope that the third grade will be the same. 
Extensive comments on report cards are the exception. 
The major recommendation made by all of the parents was the establishment of 
some sort of personal relationship between parents and teachers. They all expressed the 
importance of a personal relationship to improving any collaborative effort. The followino 
excerpts sum up the idea expressed by all of the parents. 
I mean before you start to work with a kid you don't know, or a family you 
haven t met before, you should introduce yourself and make that 
connection. I think it adds to the ability to be able to communicate. 
There wasn't a moment during the entire second grade that I was not invited 
somehow to take part in Katie's education. If I had a suggestion it was 
welcome, if I had a gripe it was listened to and dealt with. I was never put 
off in any way, shape, or form. That is what I would like in a teacher. 
The establishment of the personal connection was something that all of these 
parents had experienced. All of them had felt a personal connection to their child's teacher. 
They all described how that personal connection had helped them and their children to work 
more effectively with the teacher. The parents expressed the feeling that a personal 
connection went a long way towards making them feel a part of their child's education. 
Even when I talk to them they relate their own experiences which... that is 
not my business and is not necessary to do, but it certainly did make me feel 
that they were interested in me. They confided in me and I felt trusted. 
Another unanimous recommendation is the need for improved communications. 
The parents want to know what is going on with their child. They expressed the need for 
daily communications or weekly communications as to the academic and behavioral 
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progress of their children. Above all (hey expressed the need for immediate notification in 
the event of a problem. The following excerpts make the point. 
w^afisooTn/r ^ 'te" ^ ri§ht “P «> wan, to know 
know ° ° y having a problem with my child I want to 
o the narents HOh? I ^ °ften °r Wnte letters' Teacher should talk 
more of that 7V ab°l“ a" Problems- 1 would like to see 
Uh' Eyen'f 11 ,sJust a bad day. When a kid who is normally well 
KSySmb,t dT‘is ,ime ,oca" the Parem and find out 
The e is°a diff? :,ul Parent know that the kid has had a horrible day. 
. "f ”, dine rent set-up now in homes, you have tons of single parents ' 
home thafifth W,°-,"!an® Pare[lts- They have so much stress going on at 
home that f the kids are having problems in school they are goino to brino it 
10^% 1° eSS MutWO a^ults on the ends are communicating, the\id oet:T 
\ZJV WOUl« hT that teachers would feel more...I don't know what 
the word is...obliged to call home. 
One of the things that would also be helpful would be weekly checklists. A 
made up form that evaluates listens with understanding 1 throu°h 5 
ollows directions, just as the week goes. It lets the parents know if the kid 
has a good week or if there are problems. It lets the parents know what is 
happening so they can help out. 
The feed back is good. And you need honest feedback and that is very 
helpful. You have to be out front with the kid about what his strenoths and 
weaknesses are cause if you’re not I think you're in trouble. 
A number of parents wanted to see some restructuring of some of the standard 
methods that schools use to interact with parents. Some of the parents mentioned that Open 
Houses could be more productive. Parent-teacher conferences and report cards were other 
standard methods that parents felt could benefit from new approaches. 
I liked my teacher’s room during Open House because he involved the 
parents and got them in at one time and showed us what was happening. 
That doesn't usually happen at Open Houses. I've gone through six years 
of Open Houses and that was the only one l liked because I was involved. I 
got to see my child perform, and I got a real sense of what went on in the 
classroom. If you just go in and walk around, you don't get a sense of 
what is going on. It usually ends up that you try to get a teacher's attention 
for a second, which is very difficult to do so you don't get any time. You 
just get a visual idea of what goes on. 
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1 think some changes have to be made. I liked the parent-teacher-student 
nference model. 1 think bringing the child into conferences is a really 
good model because it closes gaps in understanding between parents, 
students, and teachers. It creates an equal footing. 
I like having the conferences. It may be helpful then to do it again in the 
spring. I he follow up is important. It would be good to have another 
conference where you discuss how the goals went. It is better than just 
giving the child 3's and 4's and saying that is that. That is the way to 
change the system. Start teaching children how to evaluate themselves in a 
different way than just numbers and letters. 
Another theme that emerged was that schools are often closed to parents. A number 
of the parents mentioned that their experiences with school had sometimes been adversarial. 
Some of the parents had felt that some teachers are territorial. The parents felt that teachers 
could open up their classrooms without too much problem and that such an opening would 
encourage parents to take a more active role. 
My child s teacher s personality was open enough so that if a parent came in 
she was willing to talk to them. Some teachers are just unable to cope with 
a parent coming in and asking questions. They give the impression that 
you're on my ground and the children can become a turf war. You don't 
have to do a lot. It doesn't take a lot to educate parents about what their 
child is going to be learning that year. It doesn't take much. We don't want 
to know everything. They just want an idea of what to expect. They are 
not asking for curriculum guides. They want to hear from the teacher's 
mouth what they're going to be covering what are the parameters of what 
they can expect their child to be doing. If they have that idea they are not 
going to be as fearful. 
Summary 
The major recommendation found in all the data sources was that communications 
between teachers and parents be improved. There were a number of suggestions made on 
how this could be accomplished, but the core recommendation was that there must be more 
and better communications between parents and teachers. Each wants the other to be more 
forthcoming with information. 
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The parent and teacher interviews supplied another ingredient to the 
recommendation for better communications. These two data soure 
[ ° data s°nrces recommended that a 
personal relationship between parents and teachers 
communications. Increased data alone will 
That data must come from individuals who know 
was necessary for improved 
not improve parent and teacher relationships. 
face, and who recognize that they both share 
each other, who communicate face to 
a common interest in a child's education. 
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CHAPTER 
SUMMARY AND RECOMMENDATIONS 
The purpose ol this chapter is to summarize the findings of this research, discuss 
the implications of the major findings, make recommendations for further research, for 
improving teacher and parent collaboration for student learning, and for strengthening 
teacher education. 
Summary 
This descriptive study examined the current practices used by selected early 
elementary teachers to work with the parents of their students. The examination of 
perceptions of selected teachers and parents towards the effectiveness of specific ways that 
teachers work with parents was also an objective of this research. Further, parent and 
teacher recommendations for improving parent and teacher collaboration were considered. 
It is the responsibility of schools to ensure that all children of all families have the 
opportunity to obtain a quality education. Unfortunately, it is becoming increasingly 
difficult for schools to meet that responsibility effectively. Demographic statistics indicate 
profound changes in the fabric of our society with regard to family structure, economic 
opportunity, and the community institutions that previously worked together to educate our 
country's youth. Unfortunately, the number of American students who are considered to 
be at risk of failure in their school learning has been increasing. Hence, educators are 
being forced to examine alterable school and nonschool conditions that will help them meet 
their responsibilities to create more effective schools. 
One component of effective schools is teacher and parent collaboration, or school 
and family partnerships for learning. This alterable practice is deserving of special 
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consideration because of the evidence rhn» - 
success p ‘ su°8ests >t contributes to many types of student 
- Parental involvement has been linked with improved stndent learning and 
..Proved attitudes about school. Unfortunate,y, no, a„ families become involved in their 
children's education. tlild,”n>'*“ » «*, 
parenlal ,n,„„,men, enuounigM „ ^ ^ 
» o„. i nil lienee pare,,, e» „„ prefouni, „ree„ on a ,„|,ud„ 
“ working closely -llh lu.Curehulp you W r,„h„ „„ 
encourage deluge pare,., In.„„en,en, In eOncalion. To ,te 
■ ec, Parental lo.ol.emen, „ |, id,„,ir, ,yp,„fp„c„«, ,h„ ««„„ „ 
currently usmg invoice ,h. parent, of th.i, „ud„„ |„ ,l„, 
examine how the parents and teachers perceive those practices. 
Two hundred and twenty-seven elementary school teachers in 23 demographically 
different schools spread across the United States were surveyed to determine the practices 
they use to work with parents. These teachers were asked to describe their priority 
practices for working with the parents of their students and to comment on 21 common 
practices designed to involve parents in their children's learning. The participating teachers 
were also asked to make recommendations for improving parent and teacher collaboration. 
In addition, five teacher leaders, teachers who used parental involvement strategies as a 
central component of their educational program, were interviewed. Subsequently, eight 
parents, each of whom had a child in one of the teachers'classrooms, were interviewed. 
All of the interviews considered perceptions of various practices of parental involvement. 
of the data gathered were related to the three major research questions that guided this 
study. 
The purpose of the study was threefold. First, various ways that a specific 
population of teachers work with the parents of their students was determined. The second 
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purpose was to try to document the perceptions of individuals engaged in teacher directed 
practices of parental involvement in order to examine the similarities and differences in 
those perceptions regarding the rationale and the efficacy of various school and family 
collaborations. Finally, this study gathered suggestions from both teachers and parents on 
ways that teachers and parents might work together 
currently do. 
even more effectively than they 
Specifically, the three research questions that guided this study were: 
studems?3^ thC Van°US WayS K'3 teachers work w'*h the parents of their 
2. What are the similarities and differences in the perceptions of teachers 
and parents toward the efficacy of various ways that teachers work with 
parents? 
3- What do teachers and parents suggest as priorities for improvin° school 
and family partnerships? 
Research Question 1 asks what are the various ways teachers work with the parents 
of their students. The data seem to support four major findings. First, the data show that 
written communications, conferences, telephone calls, involving parents at school, open 
houses, workshops, homework and home visits are categories that account for most of the 
ways teachers work with parents. While there are different names for the practices and the 
practices are implemented differently, most of the practices reported by the sample of 
teachers involved some variation of these eight categories. 
There are differences in the frequency of usage among these different categories. 
Certain forms of working with parents are nearly universal. Written communications, 
conferences, telephone calls, open houses, and homework are practices used by most 
teachers as a means of communicating a variety of information to parents. These data are 
consistent with Epstein and Becker's (1981) findings on teacher practices designed to 
encourage parental involvement. They too found high percentages of their respondents 
reporting similar practices. 
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howed that other practices enjoyed far less popularity with the majority of 
-he participating teachers, .n particular, the practice of making home visits was employed 
by only a small (9.7%) proportion of teachers. This finding also was consistent with 
Becker and Epstein's (,98.) Ending that few teachers employ home visits. The lack of 
popularity of th.s practice was underlined by the lack of interest in practices that souoht to 
find on, about the families of students. Practices such as these are important to establishing 
personal contacts. They provide teachers with valuable information and they send a 
message to parents that the teacher is interested in making contact. 
The establishment of personal relationships was a theme that played an important 
part in the parent interviews conducted for this study. This study produced data that 
support the perceived efficacy of home visits from a parental perspective. Those parents 
who had experienced home visits from their teachers had cited them as an important 
milestone in the establishment of a positive relationship with theirchild's teacher. 
Second, parental involvement practices are more likely to be used in early childhood 
classrooms. Numerous studies have suggested that grade level is the most important 
variable in teachers' uses of parental involvement practices (Becker & Epstein, 1982; 
Epstein, 1986; Epstein & Becker, 1981; Epstein & Dauber, 1991). The statistical analysis 
of the survey data seemed to indicate that kindergarten teachers were more likely to use a 
larger percentage of practices than the first through third grade teachers. There also was a 
tendency for teachers in earlier grades to be more likely to use all forms of parental 
involvement practices. 
Third, there are differences between teacher leaders and the teachers who responded 
to the Ways Teachers Work With Parents (WTWWP) survey in relation to reported priority 
practices. The data suggest that teacher leaders utilize certain practices more than other 
teachers. Furthermore, it seems that they implement these practices differently than the 
other teachers in this study as well. Specifically, the teacher leaders are more likely to 
make home visits than the other teachers. In addition, teacher leaders are more likely to 
175 
,nV"e ParemS im° the'r Cl~S *ha" -her teachers. These observations are consistent 
wtth Becker and Epstein's (1982) findings on teacher practices of parental involvement. 
The data from the WTWWP survey indicated that 1.5% of the respondents 
considered Home Visits a priority practice. In contras,. 50% of the teacher leaders reported 
making home visits, or inviting the parents of their students into their homes. Similarly. 
11-7% of the respondents to the WTWWPsurvey reported Involving Parents in the 
Classroom as a priority practice. In contrast, all of the teacher leaders reported involving 
the parents of their students in the classroom. 
These data suggest that teacher leaders use practices that put them in face to face 
meetings with the parents of their students more than other teachers. Of the 19 priority 
practices listed by the five teachers interviewed for this study, 15 (79%) were practices that 
put the parents and the teachers in the same room talking or working with each other. This 
is in contrast to the data from the survey that indicated 43.7% of the teachers who 
responded to the WTWWP survey considered practices that put them face to face with the 
parents to be a priority. The face to face encounters might have contributed to the 
establishment of more personal relationship between the teachers and parents. 
The fourth finding has to do with issues of teacher efficacy. The interview data 
strongly suggested that the teacher leaders had a strong belief that they were effective 
teachers. Moreover, all of these teachers were very comfortable being observed and 
seemed unthreatened when asked to explain their practices. This finding echoes the work 
done by Hoover-Dempsey, Bassler, and Brissie (1987), who noted that teacher efficacy 
seemed to play a major role in parental involvement. 
It seems that teachers who have a high degree of personal efficacy manifest a 
confidence that extends throughout their relationships with the parents of their students. 
That confidence enables teachers to communicate their goals and objectives effectively to 
parents. Furthermore, parents are not only encouraged to interact, but they are likely to feel 
that the time they devote will be productive and therefore worthwhile. When teachers and 
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parents teel they are involved in an effective relationship, they are both more likely to 
devote more time and energy to that relationship. Success breeds success. 
The second research question posed in this study is: What are the similarities and 
differences in the perceptions of teachers and parents towards the efficacy of various ways 
that teachers work with parents? The primary data source for this question was the five 
teachers and eight parents interviewed for this study. The sample selection was purposeful 
in that the researcher was looking for examples of parent practices that were working. The 
researcher was looking for situations where he was likely to find specific practices that both 
the teacher and the parent had experienced, and, presumably, could both comment on. The 
conclusions, therfore, are based on a best case scenario and do not necessarily apply to the 
relationships between the subject teachers and parents not interviewed for this research. 
That said, the interview data from the teachers and their respective parents indicated great 
similarity in their perceptions about the efficacy of the practices used by the teachers. The 
interview data from the parent interviews indicated that the parents had appreciated the 
practices used by the teachers. Furthermore, the responses of the parents showed that the 
practices had had their intended effect. These findings are consistent with Epstein's (1986) 
research on parental attitudes toward teacher practices. She found that the practices of 
teacher-leaders, those teachers who actively incorporate parent involvement strategies in 
their programs, were looked on more favorably by parents. Parents reported that teacher- 
leaders conducted more equitable programs that successfully invited parents of all families 
to be involved in their children's education 
The present study also found a high degree of unanimity between teachers and 
parents as to the efficacy of involving parents in the classroom. All five of the teachers 
employed practices that brought parents into the classroom. Each of the teachers described 
the practice as an essential method for educating parents about the curriculum, approaches 
for helping children to learn, and for establishing a basis for effective communication 
between parent and teacher. The interviews with parents indicated that the parents had 
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understood the teachers’ reasons for involving them in the classroom. Furthermore, most 
of the parents had found their experiences in the classroom to he educational and very 
important to understanding their child's educational experience. 
Conferences also were employed by all of the teachers. The teachers and parents 
both expressed similar positive estimations of the efficacy of this practice. It was 
interesting to note that, in an attempt to create a more meaningful experience for the parents, 
several of the teacher leaders offered conferences different from the standard model offered 
by their schools . Those parents who experienced these customized conferences were 
appreciative of the efforts of the teachers and they commented on the added benefits they 
had received from those conferences. 
Two of the teachers performed home visits. This practice was considered an 
essential element in establishing a relationship between the teachers and the parents by all 
those who experienced it. Another teacher invited parents to her home. The teachers and 
the parents considered this variation an important element in building a relationship. The 
practice of home visits was perceived as a simple yet powerful practice that allowed parents 
and teachers to view each other in a more naturalistic setting than the school offered. This 
meeting enabled the parents and teachers to relate to each other in a more personal fashion. 
Two of the teachers conducted study groups based around a single text. The 
parents and the teachers considered this a very useful experience for two reasons. First, it 
provided participants with valuable information. Second, it allowed parents to establish 
relationships with each other. The teachers and parents who used this practice found it 
very effective. 
The other practices involved informing parents of student progress or class 
activities. The parents and teachers shared the belief that the more information that the 
parents have about their children's academic and affective development, the goals and 
expectations of the teachers, and how to assist their child effectively, the more able they are 
to take an active part in their children's education. Furthermore, the parents and teachers 
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felt more connected to each other when both 
progress. 
were aware of a child's experiences and 
The efficacy ratings from the WTWWP survey offered some interestin° 
compansons to the interview data. One of the most pronounced differences was in the 
vew °f lnV°IV,ng Paren,s in (he -hool. Three items on the survey dealt with different 
aspects of this practice. „em 18 asked if the teacher had parents visit the classroom to 
observe. Ninety-six (96) respondents (42.3%) had considered it a very effective or 
effective practice. Item -tasked if the teacher involved parents in the classroom. One 
hundred twenty-one respondents (53.3%) considered that a very effective or effective 
practice. Item 17 asked if teachers had conducted a survey to find out how they could use 
parents. Forty respondents (.7.7%) had rated this a very effective or effective practice. 
These data stand in contrast to the interview data. All of the teachers interviewed made 
involvement of parents in the classroom an important part of their program for working 
with parents. Those who used it considered it a highly effective practice. The parents also 
considered it highly effective. 
Another difference was in the way the two populations viewed educating parents. 
Item 21 on the survey asked respondents: Did you work with parents on developing more 
effective parenting skills. Of the 108 respondents who indicated that they had done this 
only 36 (30.3%) considered it very effective or effective. In contrast, most of the teacher 
leaders indicated that this was very effective. Furthermore, the parents indicated that they 
wanted and appreciated the teacher help in improving their skills at understanding and 
working with their children. 
The third and final research question posed in this study was: What do teachers and 
parents suggest as priorities for improving school and family partnerships? The major 
recommendation found in all the data sources was that schools and teachers need to 
improve the current practices they use for communicating with parents. Teachers and 
parents alike recommended that teachers need to work on developing attitudes and practices 
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that invite increased dialogue between teachers and parents. Furthermore, all of the data 
sources recommended that schools need to develop more and better ways to provide 
parents with the necessary skills and information so that they can effectively assist their 
children s school learning. Parents and teachers seem to be in agreement that the impetus 
tor these changes must come from the schools and teachers if they are to be effective 
These findings are consistent with Epstein's (1986) findings that parents, while 
having generally positive attitudes towards their schools, feel that schools could do more to 
communicate goals, expectations, and information. It is also consistent with Harris's 
(1987) finding that teachers and parents want communications between homes and schools 
to be improved. 
The parent and teacher interviews supplied another ingredient to the 
recommendation for better communications. These two data sources recommended that a 
personal relationship between parents and teachers was necessary for improved 
communications. Both teachers and parents see the need for an increase in the information 
that flows between them, but information alone will not improve parent and teacher 
relationships. That information must come from individuals who know each other, who 
communicate face to face, and who recognize that they both share a common interest in a 
child's education. 
Implications of the Research Findings 
The findings of this descriptive study point to several broad implications for 
parental involvement in public education. First, the practices most commonly used by 
teachers are not necessarily an effective means of involving parents in the education of their 
children. Many practices, while designed to provide information and encourage parental 
involvement, are not effective in motivating parents to become involved with their 
children's education. This is not to say that those practices cannot be effective. Rather, 
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participation will be meaningful and theirefforts will be successful. 
Further, the establishment of personal relationships is an important component of 
effective parent/teacher communications. When a personal relationship is established 
between parent and teacher, the parent is more likely to understand the purposes behind the 
P the teacher is using. The teacher is also more likely to understand the familial 
circumstances that might assist or hinder parental involvement and therefore can make 
adjustments that might make parental involvement more likely. In addition, the teacher is 
less likely to make unsubstantiated assumptions about reasons for lack of familial 
P ipation in education. The increased information and understanding that personal 
relationships bring add dimension to the teacher's understanding of the particular familial 
structures of each of the families she/he works with. 
Consideration also must be given to the organizational structure of public schools. 
Organizational strategies that encourage parents and teachers to meet face to face and give 
them opportunities must be explored. Currently, the scheduling and organization of public 
schools does not encourage parental involvement in the school building. The mutually 
exclusive schedules of schools and working parents mitigate against parental involvement 
in the school day. There is very little opportunity for working parents to come in to their 
children's schools. 
Further, the working schedules of teachers are not conducive to the establishment 
of opportunities for meeting with parents during the school day. The bulk of a teacher's 
day is spent in front of a class of children. They have little time in their schedules that can 
be devoted to anything but the needs of their students. Avenues must be explored that 
allow teachers the time to contact parents, to meet with parents, and possibly to reach out to 
parents outside of the classroom. 
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A second application of this study has to do with the developmental patterns found 
PraCt,C£S °f Paremal inVO'Vemen'- ParCnlal inv°'vemen. is greatest in the early childhood 
expenence as is the use of practices hy teachers to involve the parents of theirstudents. 
Constderatton must be given to ways of improving parental involvement in the grades 
above the early elementary level. Something about the current conceptualization of school 
organ,zatton inhibits the establishment of effective parental involvement programs. Careful 
thought should be given to the conditions, both organizational and conceptual, that affect 
the establishment of parental involvement programs in public schools. 
A third implication of this study is the need to investigate teacher efficacy. It is 
clear that teacher efficacy plays an important role in teacher behaviors. Those teachers who 
have a high degree of personal efficacy have confidence that extends into multiple aspects 
of their teaching. particular, those teachers who have a high degree of personal efficacy 
have confidence in their teaching programs and in their ability to communicate the goals and 
objectives of that program to the parents of their students. This confidence is infectious 
and parents seem to demonstrate a similar confidence that leads them to believe in the 
efficacy of their programs. The central issue then becomes how can teacher efficacy be 
developed in teachers. An initial consideration implied by these findings is to investigate 
the conditions that need to be establ ished to encourage the development of teacher efficacy 
in the current teaching force. Efforts must be made to understand organizational conditions 
within public schools and in-service programs that might enable teachers to develop a 
greater sense of personal efficacy. If their sense of personal efficacy is increased, and they 
are given training in parental involvement techniques, the overall effectiveness of parental 
involvement programs might be increased. 
Another important course of action is a consideration of the pre-training programs 
of teachers. Careful thought must be given to the university programs that prepare students 
for entry into the teaching profession. The issue of teacher efficacy may be intimately tied 
to information and experiences that are not currently part of teacher preparation. More 
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information is needed to determine how to help „ 
personal efficacy. 
aspiring teachers to develop a sense of 
Recommendations for Further 
and Educational Practice 
The execution of any research project results in some answers and many questions, 
n act. „ could be argued that the purpose of research is no, to find answers bu, to find 
good quest,on. The findings of this study have several implicates that invite further 
investigation. Three studies that would enhance the value of the current research are 
proposed in the following paragraph. The three studies are (1) further examination of 
parent and teacher perceptions of various methods teachers use to work with parents. (2) 
determination of the perceptions of parents who are unresponsive to teacher-leader 
invitations to collaboration, (3) determination of the perceptions of upper elementary and 
middle school teachers and parents towards parental involvement. 
The current research focused, in large part, on the perceptions and practices of 
teachers. The interviews with parents and teachers produced data that suggested that 
teacher reports tell only one part of the story. To gain a greater understanding of the 
dynamic relationship between teachers and 
parents, it is necessary to collect the reported 
perceptions of parents towards the practices their children's teachers use to work with 
them. The first proposed study would replicate and extend the present study by surveying 
both teachers and parents about the practices teachers use to work with the parents of their 
students. 
The research design would have to be modified. The design would include an 
increase in the number of teachers surveyed in order to create a more representative sample. 
Further, a significant sample of parents from each of the teacher's classrooms would be 
included in the study so that the practices of the teachers could be examined more 
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thoroughly. A larger and more comprehensive sample would produce data that could be 
used to draw a more accurate picture of the dynamics of the relationships between teachers 
and parents. 
Next, the Ways Teachers Work With Parents instrument that was used for this 
study would need to be redesigned. First, it would have to be modified to be useful for 
measuring parent and teacher perceptions of parent involvement practices. Second, more 
rigorous psychometric methods could be used to increase the reliability and validity of the 
instrument. The present research indicated that the instrument was capable of eliciting data 
on teacher practices, but some aspects of the instrument revealed weaknesses that could be 
addressed in further instrument development. 
A second study that could extend and enhance this study would be an investigation 
of the perceptions of parents who are unresponsive to teacher-leader invitations to 
collaboration. This second line of inquiry into teacher and parent collaboration would 
center on gaining understanding about why some parents refuse or are unable to participate 
in any efforts that are initiated by teachers who are leaders in parent involvement practices. 
Research is needed to gain insight into this unresponsiveness. Purposeful sampling 
techniques should be used to identify extreme cases, in this instance failures, in order to 
identify under what conditions parent involvement programs get into trouble. 
This research could focus on school-based and home-based barriers to parental 
involvement. First, the impact of the organizational structure of schools would be 
analyzed. Research into perceptions of parents about the openness of schools and 
classrooms could be investigated. Parents who have been identified as unresponsive could 
be interviewed about their perceptions of the school in order to determine if there are school 
based barriers that are preventing them from participating in their child's education. 
Home-based barriers would also be identified by this research. Included in this 
research should be a consideration of the structure of the family. Possibly there is no 
mother or father and the child is being raised by relatives or a foster family. Or possibly 
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actors such as language, transportation, medical reasons, or family tragedies could figure 
” ””*"*“• ” 
cou investigate these vanous factors could help educators think carefully about ways of 
involving parents. Educators need more information about the families of their students in 
order to take advantage of strengths and to minimize the effects of weaknesses. 
The third study that would extend the current research would be an investigation of 
the perceptions of upper elementary and middle school teachers and parents towards parent 
involvement. Effective practices of partnerships between homes and schools are 
developmental. Practices .ha, involve the families of students must necessanly chance as 
the children progress through the grades. The passage of time means changes in the 
matunty of students, the economic and social circumstances of parents, and the educational 
goals of teachers. These changes create a dynamic relationship between teachers, parents. 
and students tha, must be recognized if effective practices of parental involvement are to be 
instituted. 
Research is necessary to understand the perceptions of parents an the upper 
elementary and middle school levels. It is necessary to identify the perceived needs of 
parents a, this level. What information do they need in order to understand and participate 
tn their chi.d's edueat.on? What are effective means of getting that information to the 
parents? Wha, are the concerns of parents a, these different levels? These questions are 
central to the establishment of effective programs of parental involvement. Surveys are 
needed to identify the common needs of parents at these different developmental levels. 
In addition, it is necessary to understand the perceptions of teachem at these 
different developmental levels. The specialization of education and the division of teaching 
responsibilities into content areas create special circumstances that affect teacher perceptions 
of parental involvement. Teachers at the upper elementary and middle school levels have 
different academic responsibilities than early elementary teachers. It is necessary to 
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be caret ally developed and effectively implemented. 
, . ( TheSe ^nc*inSs of the current study suggest several directions that educators could 
improve teacher and parent collaboration for student learning. Rrat the 
establishment of more successful teacher and parent colorations needs to come from the 
d to examine their current practices to determine how those practices encouraoe 
or iscourage parental collaboration. Then they must take steps to tailor those practices ,1 
maximize the opportunities that parents have to collaborate. The results of this study 
suggest that home visits, having parents involved in the classroom, and study groups are 
promising ways of increasing collaboration between parents and students, which may in 
turn contribute to student leamino 
One dement (hei seems cenliol loeffeclive parent and teacher collaboration isihe 
°,!0“ s„y ^ wm| 
"'“““P *“ “««■ -I* lescher, oflheir ehildmu A 
rel«p „ difficult if individuals never me., ,«„« or if ^ ^ 
He,,knowledge „udexperiences. P,„„,„d ,e,..h,„ ,h„, f„ 
educating childmi, ,„d Iherefom „„e a, excellent rocu, ,or ea,b,ish,„s , ^ 
relationship. Teachers can use .hi, relationshipCM^Uon 
student leamins. 
Second, teachers need training if they am to learn and successfully implement 
practices that encourage parental involvement. Studies have shown tha, teachers and 
principals agree that teachers need training in effective methods of working with parents 
(Chavkin&Williams, ,988). Furthermore, research (Epstein, ,992) has begun to define 
<he manifold skills necessary for the successful implementation of school and family 
partnerships. School districts must now make the effort to provide their staffs with the 
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resources and opportunities to acquire the knowledge and skills that will help then, to deal 
more effectively with the parents of their students. 
The current study also suggests a direction that teacher educators can consider to 
improve existing teacher preparation programs. Few education institutions prepare 
prospective teachers to work with the parents of their students (Bermudez & Padron 
1988). To remedy .ha, shortcoming, teacher educators need to examine their programs to 
see if they are preparing their students with the knowledge and skills necessary for the 
successful implementation of home and school partnerships. 
In sum, public schools in our democracy have the responsibility of educating all 
children of all families. We know that children learn outside the school in a wide variety of 
familial and community settings. Sometimes the home and community learning might no, 
Imk constructively with wha, is learned in school. Conversely, the school learning might 
be at odds with the learning that takes place in other environments. When students J 
pulled between school and home it can detract from their ability to learn. Only when we 
can blend the learning of homes and schools so that they both contribute to student learning 
will the school accomplish its mission and the home meet its obligation to help children 
become successful learners. 
Together the home and school have the responsibility to help young children learn 
at high levels of accomplishment. Only when these powerful places of leamino 
compliment each other and collaborate to encourage learning and resolve learn,no 
difficulties will it be possible for each and every person to realize their personal and 
academic promise. 
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APPENDIX A 
FACILITATOR LETTER 
Mr. Smith 
Albuquerque Public Schools 
P.O. Box 25704 
725 University Blvd. SE 
Albuquerque, NM 87125 
Dear Toni, 
parents of their students L how leaSand^p^nts V^c^don 
of more effective school and family partnerships is a crucial step in ensurino that all 
ctuldren from all families have equal access to a quality education It is howd ^t his 
c. may helP us t°^!tter understand current practices and directions we mioht take to 
thifstur" m°re Ch"dren ‘° SUCCeed- 1 W0U,d a?Precia‘e >'-eooperaTion'in carrydig°ou( 
_ . . Attache^ is a packet containing four questionnaires for each of the elementarv 
Hin y°Ur eanl,ng community. Included with the packet are four self addressed 
stamped return envelopes and a letter to the principal explaining the studv Please forward 
these to the elementary schools in your learning community and ask for tLir coopeSm 
i - study is lookmg at 168 schools located throughout the country When the 
analysis of the data is complete, you and your participating teachers wTmceWe a summarv 
studen^YonmTv^H f,CrOSS,the country are using to work with the families of their ' 
students. You may find the information useful. I hope you will participate in this study. 
Best wishes and warm regards. 
Sincerely, 
Robert R. Putnam 
Research Associate 
National Coalition for Equality in Learning 
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APPENDIX B 
TEACHER QUESTIONNAIRE LETTER 
Alfred Shutz 
Eugene Field School 
700 Edith Street SE 
Albuquerque, NM 87110 
Dear Mr. Shutz, 
Massachusetts. The^ubJec^ofmyXa S“de.nt at '^ University of 
the Various Practices Teachers l kp tn w l • wr u u ^ac^er anc^ Parent Perceptions of 
one part of my research TamconlSnT"8' '‘h ^ Families of Their Students. As 
students to discover their oerceDtions nfv erviews w,[t teachers and family members of 
families ofthe.r stXts ' of vanous Prac"ce5 teachers use to work with the 
lasting from Sl'minu'teTto'1 h’ouTrhe imere^ to Participate in one open-ended interview 
questionscentenn"onyour wrceodon of TJ W'" C0"?’St °f a series of °Pe" ended 
to communicate wfthfamilies of their students " praCtlCeS used by teachersin schools 
from your mlurviuoy TrolTn!.7,^ >"”n“;on’ 11 -hid. I may no ma,eria|s 
of your school or city y name' "amesof peoPle close to you- or the name 
study. ‘ Wi" C°ntaCt y°U S°0n ‘° 566 if y°U would 66 interested in participating in this 
Thank you. 
Sincerely, 
Robert R. Putnam 
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APPENDIX D 
INTRODUCTORY LETTER TO PRINCIPALS 
Dear Principal, 
imerestJdhfnfindinl°n, ulhfv! WilH th'S imp0rt,fnt research- The National Coalition is 
“f™ m tinding out the various ways teachers work with parents of the students thev 
wdhhnaLhnf da.k senera,ed by thls study w'll help us understand how teachers collaborate 
h parents, the purposes they hope to accomplish, their thoughts about the effectiveness 
an°We^wd!'taTe?he informTt°olmend'HdHnh ^r'vMrOV'n” teacher/parent collaboration. 
„„„ ,. e wm.take tae information provided by K-3 National Coalition teachers from 
across the country and write a report that may be useful to you and your staff A summarv 
of the report w, 1 be sent to your school for your consideration. ^ 
i dlstributethe enclosed questionnaires to all of the K-3 teachers in vour 
school. The teachers to fill out the questionnaire and to return it to you in a sealed 
envelope. I have enclosed a copy of the questionnaire for your information Please out the 
and SCnd thCm t0 thC Nati°nal C°a,ition headquarters in 
Again, thank you for your cooperation. 
Sincerely, 
Robert R. Putnam 
Research Associate 
National Coalition for Equality in Learning 
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APPENDIX E 
WRITTEN CONSENT FORM 
To the Participants in this study: 
My name is Robert R. Putnam. I am a graduate student at the University of 
Massachusetts. The subject of my doctoral research is: Teacher and Parent Perceptions of 
the Various Practices Teachers Use In Working With the Families of Their Students. I am 
interviewing teachers and family members of students to discover their perceptions of 
various practices teachers use to work with the families of their students. 
Asa part of this study, you will be asked to participate in one open-ended interview 
lasting from 45 minutes to 1 hour The interview will consist of a series of open ended 
questions centering on your perceptions of common practices used by teachers in schools 
to communicate with families of their students. 
My goal is to analyze the material from your interview in order to understand your 
views on the usefulness of commonly used practices of home-school communications 
1 he study seeks to understand how these practices affect the relationship between teachers 
and families. I am interested in examples and stories of experiences you have had. I am 
also interested in your views on how schools and families could work together even more 
effectively than they presently do. 
The interview will be audio taped and later transcribed by me or a typist. Both the 
typist and I will be committed to maintaining confidentiality. In all written materials and 
oral presentations in which I may use materials from your interview, I will not use your 
name, names of people close to you, or the name of your school or city. Transcripts will 
be typed with initials for names, and in the final form the interview material will use 
pseudonyms. 
I appreciate your willingness to participate in this research project and I would like 
to reassure you that, as a participant, you have several definite rights. First, your 
participation is entirely voluntary and your decision to participate or not to participate will 
not affect your relationship with me or with the school district. You are also free to refuse 
to answer any question at any time. You may at any time withdraw from the interview 
process. You may withdraw your consent to have specific excerpts used if you notify me 
at the end of the interview. If I were to want to use any materials in a way not consistent 
with what is stated above, I would ask for your additional written consent. 
In signing this form, you are assuring me that you will make no financial claims for 
the use of the materials in your interviews nor will you make a claim to the ownership of 
the audio tapes or transcriptions. The only remuneration I can offer you is to send you a 
report on the results of this research project if you request it. If you would like a copy of 
the report, please write the address you want it sent to on the back of this form. 
--- have read the above statement and agree 
to participate as an interviewee under the conditions stated above. 
Signature of Participant 
Signature of Interviewer Date 
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TEACHER INTERVIEW GUIDE 
I. General Information 
What grade do you teach? 
How long have you been teaching? 
What level of schooling have youfinished? 
Describe the characteristics of your students and the community they come from. 
es'setiair'8 *** theirchild’s education? What are the five things 
Wha! ab°Ut paren,s bem§ involved >n classrooms and schools'’ 
What are productive ways parents can support their child’s school leamino’’ 
What can your student’s families do to help you do your job^ 8 
Describe the kind of relationship you like to have with the parents of your students? 
What role does a teacher have in educating parents? 
childremyou teach? ^ y°" n°tiCed ^ Changes in the Parenls >'011 deal with and the 
Is your principal supportive of the things you do? 
wwh pnncipal suPPort»ve of parental involvement in the school? 
What does your school do to involve parents? 
y°Ur buildinS support parent involvement? 
Does the school board support parent involvement in education'? 
Does the superintendent support parental involvement in education? 
Are the parents supportive of your efforts at including them? 
II. Priority Practices 
1. What do you consider the top priority practices that you used this year to work with the 
parents of your students?. Describe one practice and explain yourpumosefoTdoinJd 
Did you use this with all of the parents or was it specifically aimed at cTrtain families1? 
How effective was it with the families you tried it on? Could you give mTexZvles of 
specific times you used it and what happened? & examples of 
2. What is another of the practices you have used this year to work with the families of 
wXaIlUof the Whytd,d y°U d° wbatdid y°u h°Pe to accomplish? Did you use this 
. Jj ?i! tb? Parents or was !t specifically aimed at certain families? How effective was it 
SrpJS." "i'dl"”,! C”M ” «»*• s, 
3. I have a list of practices that teachers sometimes use to work with the parents of their 
wkh'arems " ‘hem P'eaSe te" What y°U ,hink about them as ways of working' 
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Home visits " 
What prompted you to do it? What did you 
hope to accomplish? Did you use this vvith 
all ot the parents or was it specifically 
aimed at certain families? How effective 
Parent/teacher conferences? 
Special conferences 
Newsletters 
was it with the families you tried it on? 
Could you give me examples of specific 
times you used it and what happened? As 
you reflect on this now what do you think 
of this practice? Would you do it 
differently? Is there anything that would 
make it more effective ? 
Portlolios 
Notices and personal notes 
Behavior journals that go back and forth 
between home and school 
Parent signatures on homework 
Letters to the whole class 
Individual letters 
Hallway meetings 
Telephone calls_ 
Teacher led seminars on how parents can 
work with children_ 
Open house _ 
Family assignments_ 
Parent visitors in the classroom 
Parent volunteers 
Involving parents in curricular decisions 
Building Better Parent-Teacher Collaboration 
Your ideas about how parents and teachers can collaborate are important. Please list your 
recommendations for helping parents and teachers work together even more effectively. 
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APPENDIX G 
PARENT INTERVIEW GUIDE 
My name is Robert R. Putnam. I am a graduate student at the University of 
Massachusetts. I am conducting research into Teacher and Parent Perceptions of the 
Various Practices Teachers Use in Working With the Families of Their Students. I am 
interviewing teachers and family members of students to discover their perceptions of 
various practices teachers use to work with the families of their students. 
Your child's teacher suggested that you might be willing to talk to me. I would 
appreciate your frank remarks on your perceptions of things your child's teacher has done 
his year. 1 will audio tape our conversation and later transcribe it but let me assure you 
that 1 am committed to maintaining confidentiallity In all written materials and oral 
presentations in which I may use materials from your interviews, I will not use your name, 
names of people close to you, or the name of your school or city. Transcripts will be typed 
with initials for names, and in the final form the interview material will use pseudonyms. 
My goal is to analyze the materials from all of the interviews I conduct in order to 
better understand parent views on the usefulness of commonly used practices that teahers 
use to communicate and work with the families of their students. The studv seeks to 
understand how these practices affect the relationship between teachers and families. I am 
interested in examples and stories of experiences you have had. I am also interested in 
your views on how schools and families could work together even more effectively than 
they presently do. 
It should take about 20 minutes. Are you be willing to participate? 
I appreciate your w illingness to participate in this research project and I would like 
to reassure you that, as a participant, you have several definite rights. First, your 
participation is entirely voluntary and your decision to participate or not to participate will 
not affect your relationship with me or with the school district. You are also free to refuse 
to answer any question at any time. You may at any time withdraw from the interview 
process. You may withdraw your consent to have specific excerpts used if you notify me 
at the end of the interview If I were to want to use any materials in a way not consistent 
with what is stated above, I would ask for your additional written consent. 
Let's begin. 
Your child's teacher did a number of things this year. 
Could you describe___. What did you learn from this 
experience? What did you think the teacher was trying to accomplish with this? Was it 
successful? Do you have any suggestions as to how it could have been more effective? 
Could you describe_What did you learn from this 
experience? What did you think the teacher was trying to accomplish with this? Was it 
successful? Do you have any suggestions as to how it could have been more effective? 
Could you describe_ . What did you learn from this 
experience? What did you think the teacher was trying to accomplish with this? Was it 
successful? Do you have any suggestions as to how it could have been more effective? 
Could you describe __What did you learn from this 
experience? What did you think the teacher was trying to accomplish with this? Was it 
successful? Do you have any suggestions as to how it could have been more effective? 
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Could you describe 
experience9 What did vnn rhini thTt-u-:-' did you leam from this 
successfnP n. ‘ u ’ h "k he teacher was tr> »ng to accomplish with this9 Was it 
. ctcsstul. Do you have any suggestions as to how it could have been more effective? 
Could you describe 
successful^ D^hvou ifave11 thi"k ^teaCher W3S tryi"g ccesstul. Do you have any suggestions as to how it could have been more effective? 
Could you describe 
successfuP> D^w'u [mv°U leach"was trVmg~to ^comph sh°w Sis?° wish 
success! ul. Do you have any suggestions as to how it could have been more effective? 
How many children do you have in school? What orades9 
What level of schooling have you finished? 
How do you feel about dealing with your child’s school? 
hen it comes to education, what are the parent's responsibilities and what are the 
teacher s responsibilities? Should they work together? 
Whfli k,?H nf mformat'?n' helP' or advice do you want from your child's teacher*5 
What kind of relationship do you like to have with vour child's teacher'5 
teaTeiCelea'ltwhhToip"" ^ ^ n0ticed a"y Cha"§es in the way ^child's 
What are productive ways parents can be involved in schools? 
Do you feel welcome in your child’s classroom? 
Do you feel welcome in your child's school? 
Is there anything you would like to add? 
^ha0n0*jyOU for your helP' The results of ‘his study will be made available to your child’s 
195 
BIBLIOGRAPHY 
American Educational Research Association (1955). Technical recommendations for 
achievement tests. Washington. D.C.: American Educational Research 
Association. 
American Teacher 1987. Strengthening links between home and school The Metropolitan 
Life Survey New York, NY: Harris and Associates, Inc. 
Aronowitz, S. & Giroux, H. (1985). Education under siege. South Hadley, MA: Bergin 
& Garvey Publishers. 
Ashton, P.T., Webb, R.B., & Doda, N. (1983). A study of teacher's sense of effirary 
Final report, executive summary. Gainsville, FL: University of Florida. 
forming of american society. New York: Vintage. 
Baker, D. & Stevenson, D. (1986). Mothers's strategies for school achievement: 
Mangaing the transition to hight school. Sociology of Education. 59, 156-67. 
Bandura, A. (1977). Self-efficacy: Toward a unifying theory of behavioral change. 
Psychological Review. 84, 191-215. 
Bandura, A. (1984). Recycling misconceptions of perceived self-efficacy. Cognitive 
Therapy and Research. 8, 231-255. 
Bandura, A. (1986). The explanatory and predictive scope of self-efficacy theory. 
Journal of Social and Clinical Psychology. 4^ 359-373. 
Baumrind, D. (1971). Current patterns of parental authority. Develpomental Psychology 
Monographs. 4. 1-103. 
Baumnnd, D. (1973). The development of instrumental competence through socialization. 
In A.D. Pick (Ed.), Minnesota Symposium on Child Psychology. Vol/7, 3-46. 
Minneapolis, MN: University of Minnesota Press. 
Becker, H. & Epstein, J. ((1981). Parent Involvement: Teacher practices and judgements. 
(Report No. CSOS-R- 305). Baltimore, MD; Johns Hopkins University, Center 
for Social Organization of Schools. (ERIC Document Reproduction Service No. 
ED 206 601) 
Becker, H. & Epstein, J. (1982). Influences on teachers' use of parent involvement at 
home (Report NO. 324). Baltimore, MD: Johns Hopkins University, Center for 
Social Organization of Schools. (ERIC Document Reproduction Service No. ED 
219 364) 
Becker, H. & Epstein, J. (1982). Parent involvement: A survey of teacher practices. The 
Elementary School Journal. 83, 85-102. 
196 
Bellcr.EK. (1969). Early intervention programs. InJ. OsolTsy (Ed.). Handbook of 
Infant Development, (pp. 852-94). New York: Wiley 
Berdie. D„ Anderson, J. ,1974). Questionnaires: Use and design. Metuchen. NJ: The 
Scarecrow Press. Inc. 
Bergen E H. (1981) Parents as partners in education St. Louis, MO: The C.V. Mosby 
Company. y 
Bermudez, A.B. & Padron. Y.N. (1988), University-school collaboration that increases 
minority parent involvement. Educational Horizons 66 83-86 
Bessent, H., Webb, R. (1976). The role of the parent. In l.j. Gordon and W.F. 
Breivogel (Eds.), Building effective home-school relationships (pp. 94-112). 
Boston: Allyn and Bacon, Inc. 
Bigner, J.J. (1979). Parent-child relations. New York: Macmillan. 
Bingham, R.D., Haubrich, P.A., and White, S.B. (1989). Determinants of parent 
attitudes about schools and the school system. Urban Education 23, 348-360. 
Bloom, B.S. (1964). Stability and change in human characteristics New York: Wiley. 
Blumer, H. (1937). Social Psychology. In: E.P. Schmidt (Ed.) Man and Society New 
York. 98-144. 
Bogdan, R.D., & Biklen, S.K. (1982). Qualitative research for education: An 
introduction to theory and methods. Boston:Allyn & Baker. 
Bogdan, R.D. & Biklen, S.K. (1982) Qualitative research for education: An introdnrhnn 
to theory and methods. Boston: Allyn & Bacon. 
Bowles, S. and Gintis, H. (1976). Schooling in capitalist americn. New York: Basic 
Books. 
Boyer, E. (1991). Ready to leam. Princeton, New Jersey: The Carnegie Foundation for 
the Advancement of Teaching 
Bnm, O. G. (1965). Education for child rearing. New York: Free Press. 
Bronfenbrenner, U. (1974). Is early intervention effective? In A report on longitudinal 
evaluations of preschool programs. Vol II. Washington, DC: Department of 
Health, Education, and Welfare No (OHO) 74-25. 
Bronfenbrenner, U. (1979A). The ecology of human development: Experiment hv nnh,, 
and design. Cambridge, MA: Harvard University Press. 
Bronfenbrenner, U. (1979B). Beyond the deficit model in child and family policy. 
Teachers College Press. 81.95-104. 
i 
Bronfenbrenner, U. (1986). Ecology of the family as a context for human development: 
Research perspectives. Developmental Psychology, 6, 723-742 
197 
Campbell, D.T. (1979). "Degrees of freedom" and the case study. In T.D. Cook and C. 
S. Reichard (Eds.), Qualitative and quantitative methods in evaluation research. 
Beberly Hills, CA.: Sage 
Campbell, D.T., & Stanley, J.C. (1963). Experimental and quasi-experimental designs 
for research. Chicago: Rand McNally. 
Caplan, N., Choy, M.H., & Whitmore, J.K. (1992). Indochinese refugee families and 
academic achievement Scientific American, 266, 36-42. 
The Carnegie Foundation for the Advancement of Teaching (1991). National survey of 
kindergarten teachers. Princeton: The Carnegie Foundation for the Advancement of 
Teaching. 
Chavkin, N.F., & Williams, Jr., D.L. (1988). Critical issues in teacher training for parent 
involvement. Educational Horizons, 66, 87-89. 
A Children's Defense Budget (1989). An analysis of our nation's investment in children. 
Washington, DC: Children's Defense Fund. 
Colbert, R.D. (1991). Untapped resource: African american parental perceptions. 
Elementary School Guidance and Counseling, 26, 96-105. 
Coleman, J.S., Campbell, E.Q., Hobson, C.J., McPartland, J.M., Mood, A., Weinfeld, 
F.D., & York, R.L. (1966). Equality of educational opportunity. Washington, 
DC: U.S. Government Printing Office. 
Comer, J.P. (1980). School power. New York: The Free Press. 
Comer, J.P. (1985). Demand for excellence and the need for equity: The dynamics of 
collaboration. In M. Fantini and R. Sinclair (Eds.), Education in school and 
nonschool settings, (pp. 245-263). Chicago: The University of Chicago Press. 
Comptroller General. (1979). Early childhood and family development programs improve 
the quality of life for low-income families. Washington, DC: Author. 
Corwin, R.G., Wagenaar, T.C. (1976). Boundary interaction between service 
organizations and their publics: A study of teacher-parent relationships. Social 
Forces, 55,471-491. 
Cremin, L.A. (1965). The genius of american education. New York: Vintage. 
Cremin, L.A. (1976). Public education. New York: Basic Books. 
Dauber, S.L., & Epstein, J.L. (1992). Pamet attitudes and practices of involvement in 
inner-city elementary and middle schools. In N. Chavkin (Ed.) Minority parent 
involvement in education. Albany: State University of New York Press. 
Davies, D. (1974). Citizen participation in education: Annotated bibliography. New 
Haven, CT: Institute for Responsive Education. 
198 
Davies. D. (1976). Anew style of federal aid for elementary and secondary education. 
Washington, DC: Washington Institute for Educational Leadership. (ERIC 
Document Reproduction Serv ice No. ED 132 728) 
Davies, D. (1977). Citizen participation: Quality and impact. The Common. 4, 5-13. 
Davies, D. (1985, May). Parent involvement in public schools: Proposals, issues. 
^ortunities- PaPer Presented at the Research for Better Schools Conference. 
Philadelphia, PA. 
Davies, D. (1988A). Poor families and schools: An exploratory study of the nersnerrivec 
of low-income parents in boston, liverpool, and Portugal. Boston, MA: Institute 
for Responsive Education. 
Davies, D. (1988B). Low-income parents and schools: A research report and a plan for 
action. Equity and Choice. 4, 51-57. 
Davies, D. (1989, March). Poor parents, teachers, and the schools: Comments about 
practice, policy, and research. Paper presented at the Annual Meeting of the 
American Educational Research Association. San Francisco, CA. 
Davies, D. (1990). Shall we wait for the revolution? A few lessons from the schools 
reaching out project. Equity and Choice. 6, 68-73. 
Davies, D. (1992A). Policies to increase family-community involvement. Equity and 
Choice, 8, 48-51. 
Davies, D. (1992B). On the track of comprehensive reform: Equity and Choice. 8, 24- 
27. 
Davies, D. (1993). The league of schools reaching out. School Community Journal. 3. 
37-46. 
Davitz, J., and Davitz, L. (1967). A guide for evaluating research plans. New York: 
Teachers College Press. 
Denzin, N.K. (1970). Sociological methods: A sourcebook. Chicago: Aldine 
Publishing. 
Dillman, D.A. (1978). Mail and telephone surveys. New York: John Wiley & Sons, 
Doherty, M.E., Mynatt, C.R.,Tweeney, R.D. & Schiano, M.D. (1979). 
Pseudodiagnosticity (Acta Psychological x, 111-121. 
Edwards, P.A., and Young, L.S.. (1992). Beyond parents: Family, community, and 
school involvement. Phi Delta Kappan. ?, 72-80. 
Ell wood, D.T. (1988). Poor support: Poverty in america. New York: Basic Books, Inc. 
Epstein, J.L. (1981, April). Effects of teacher practices of parent involvement on student 
achievement in reading and math. Paper presented at the annual meeting of the 
American Educational Research Association. New Orleans, LA. 
199 
Epstein, J.L. (1982, March). Student reactions to teachers' practices of parent 
involvement. Paper presented at annual meeting of American Educational Research 
Association, New York, N.Y. 
Epstein, J.L. (1983a). Effects on parents of teacher practices of parent involvement. 
(Report No. 346). Baltimore, MD: Johns Hopkins University, Center for Social 
Organization of Schools. 
Epstein, J.L. (1983b). Longitudinal effects of family-school-person interactions on 
student outcomes. In A. Kerckhoff (Ed.), Research in sociology of education and 
socialization (vol. 4, pp.19-128). Greenwich, CT: JAI. 
Epstein, J.L. (1984). Single parents and the schools: The effect of marital status on 
parents and teacher evaluations. Baltimore, MD: Johns Hopkins University, 
Center for Social Organization of Schools. 
Epstein, J.L. (1985). Home and school connections in schools of the future: Implications 
of research on parent involvement. Peabody Journal of Education, 62, 18-41. 
Epstein, J.L. (1986a). Parents' reactions to teacher practices of involvement. The 
Elementary School Journal, 86, (277-294). 
Epstein, J.L. (1986b). Toward an integrated theory of school and family connections. 
(Report No. 3) Baltimore, MD: Johns Hopkins University, Center for Social 
Organization of Schools. 
Epstein, J.L. (1987a). Toward a theory of family-school connections: Teacher practices 
and parent involvement. In K. Hurrelmann, F. Kaufmann, & F. Losel (Eds.) 
Social intervention: Potential and constraints, (pp. 121-136). New York: De 
Gruyter. 
Epstein, J.L. (1987b). Parent involvement: What research says to administrators. 
Education and Urban Society, 19, 119-36. 
Epstein, J.L. (1988a). How do we improve programs for parent involvement. 
Educational Horizons, 66, 58-59. 
Epstein, J.L. (1988b). Homework practices, achievements, and behaviors of elementary 
school students. (Report No. 26) Baltimore, MD: Johns Hopkins University, 
Center for Social Organization of Schools. 
Epstein, J.L. (1990a). Single parents and the schools. In M. T. Hallinan, D.M. Klein & 
J. Glass (Eds.), Change in Societal Institutions (pp. 91-121). New York: Plenum 
Press. 
200 
Epstein, J.L. (1990b). School and family connections: Theory, research, and 
implications for integrating sociologies of education and family. In D.G. Ungerand 
M.B. Sussman (Eds.), Families in community settings: Interdisciplinary 
perspectives. New York, Haworth Press. 
Epstein, J.L. (1992a). School and family partnerships. In M.C. Alkin (Ed.) 
Encyclopedia of educational research (pp. 1139-1151). New York: Macmillan 
Publishing Co. 
Epstein, J. L. (1992b). School and family partnerships in middle grades and high 
schools. NASSP Practitioner 
Epstein, J. L. & Becker, H. (1982). Teachers' reported practices of parent involvement: 
Problems and possibilities. The Elementary School Journal, 83, 103-113. 
Epstein, J.L., & Dauber, S.L. (1989). Effects of the teachers involve parents in school 
work (tipps) social studies and arts program on student attitudes and knowledge. 
(Report No. 41). Baltimore, MD: Johns Hopkins University, Center for Social 
Organization of Schools. 
Epstein, J.L., & Dauber, S.L. (1991). School programs and teacher practices of parent 
involvement in inner-city elementary and middle schools. The Elementary School 
Journal, 91, 289-303. 
Epstein, J.L., & McPartland, J.M. (1979). Authority structures. In H. Walberg (Ed.), 
Educational environment and effects (pp. 293-310). Berkeley: McCutchan. 
Epstein, J.L. & Scott-Jones, D. (1992). School and family connections for accelerating 
student progress in the elementary and middle grades. In H. Levin, (Ed.), 
Accelerating education of at-risk students. 
Fiske, E. (1991). Smart schools, smart kids. New York: Touchstone. 
Freshour, F.W. (1976). Parent education. In S.E. Goodman, (Ed.), Handbook on 
contemporary education. New York: Bowker. 
Freud, A. (1937). The ego and mechanisms of defense. London: Hogarth Press. 
Fuller, M.L. (1984). Teachers' perceptions of parents from intact and single parent 
families. Educational Horizons, ?, 94-95. 
Gallup, G. (1985). Special survey of teacher's attitudes toward the public schools. Phi 
Delta Kappan. 66, 323-330. 
Gay, L.R. (1976). Educational research: Competencies for analysis and application. 
Columbus, OH: Merrill. 
Gibson, S. & Dembo, M.H. (1984). Teacher efficacy: A construct validation. Journal of 
Educational Psychology, 76, 569-582. 
201 
Gilder, R.W. (1903). The kindergarten: An uplifting social influence in the home and 
district. Addresses and proceedings of the national education association. 1903. 
(pp. 390-391), Quoted in Children and youth in america: A documentary history, 
vol. 11:1866-1932. Cambridge: Harvard University Press, 1971, p. 1459. 
Glasser, B.G. & Strauss, A.L. (1967). The discovery of grounded theory: Strategies for 
qualitative reserach. Chicago: Aldine. 
Goode, W. & Hatt, P. (1962). Methods in social research. New York: McGraw Hill. 
Gordon, IJ. (1969). Early child stimulation through parent education. (Rep. No. PHS- 
R-306). Final Report to the Institute for the Development of Human Resources. 
University of Florida. 
Gordon, I.J. (1970). Parent involvement in compensatory education. Urbana, IL: 
University of Illinois Press. 
Gordon, I. J. (1971). A home learning center approach to early stimulation. Gainsville, 
FL: Institute for Development of Human Resources. 
Gordon, I.J. (1976). Toward a home-school partnership program. In I.J. Gordon and 
W.F. Breivogel (Eds.), Building effective home-school relationships (pp.1-17). 
Boston: Allyn and Bacon, Inc. 
Gotts, E. (1980). Long-term effects of a home-oriented preschool program. Childhood 
Education, 56, 228-324. 
Gray, S, & Klaus, R. (1965). An experimental preschool program for culturally deprived 
children. Child Development, 41. 909-924. 
Greenwood, G.E., and Kaplan, L. (1976). The role of the teacher. In I.J. Gordon and 
W.F. Breivogel (Eds.), Building effective home-school relationships (pp. 69-93). 
Boston: Allyn and Bacon, Inc. 
Guba, E.G., & Lincoln, Y.S. (1981). Effective Evaluation. San Francisco: Jossey- 
Bass. 
Harris, L. (1985a). The metropolitan life survey of the american teacher. New York: 
Metropolitan Insurance Company. 
Harris, L. (1985b). The metropolitan life survey of former teachers in america. New 
York: Metropolitan Insurance Company. 
Harris, L. (1987). The american teacher 1987: Strengthening the links between home and 
school. New York: Metropolitan Insurance Company. 
Head Start Child Development Programs (1967). A manual of policies and instructions. 
Washington, DC: Office of Child Development, Manual No, G108-1. 
Henderson, A. (1981). The evidence grows. Columbia, MD: National Committee for 
Citizens in Education. 
202 
Henderson, A., Marburger, C., & Oom, T. (1986). Beyond the bake sale: An educators 
guide to working with parents. Columbia, MD: National Committee for Citizens in 
Education. 
Henderson, A. (1987). The evidence continues to grow: Parent involvement improves 
student achievement. Columbia. MD: National Committee for Citizens in 
Education. 
Hoover-Dempsey, K.V., Bassler, O.C., and Brissie, J.S. (1987). Parent involvement: 
Contributions of teacher efficacy, school socioeconomic status, and other school 
characteristics. American Education Research Journal, 24, 417-435. 
Hoover-Dempsey, K.V., Bassler, O.C., and Brissie, J.S. (1992). Explorations in parent- 
school relations. Journal of Educational Research, 85, 287-294. 
Hunt, J.M. (1961). Intelligence and experience. New York: Ronald Press. 
Johnson, S.M. (1990). Teachers at work. New York: Basic Books. 
Karnes, M.B., Hodgins, A. S., & Teska, J. A. (1969). Investigation of classroom and 
at-home interventions. Research and development programs on preschool 
disadvantaged children (Final Report No. 1). Washington, DC: U.S. Department 
of Health, Education, and Welfare. 
Krasnow, J. (1990). Building new parent-teacher partnerships. Equity and Choice, 6, 
25-31. 
Labaw, P.J. (1980). Advanced questionnaire design. Cambridge, Massachusetts. Abt 
Books. 
Lareau, A. (1989). Home advantage: Social class and parental intervention in elementary 
education. London: The Falmer Press. 
Lazar, I. (1978). Lasting effects after preschool. Consortium for Longitudinal Studies. 
Cornel University. (ERIC Document Reproduction Service No. ED 175 523) 
Lazar, I. (1981). 
Lean, A. (1954). Review of public education of the future. History of Education Journal, 
6, 167. 
Lecompte, M. D. and Goetz, P.G. (1982). Problems of reliability and validity in 
ethnographic research. Review of Educational Research, 52, 31-60. 
Leichter, H.J. (1974). The family as educator. New York: Teachers College Press. 
Leitch, M.L. and Tangri, S.S. (1988). Barriers to home-school collaboration. 
Educational Horizons, 66, 70-74. 
Leler, H. (1983). Parent education and involvement in relation to the schools and to 
parents of school-aged children. In R. Haskins and D. Addams (Eds.), Parent 
education and public policy. Norwood, NJ: Ablex Publishing Co. 
203 
Levin, H.M. (1989). Financing the education of at-risk students. Education Evaluation 
and Policy Analysis. 11, 47-60. 
Levenstein, P. & Sunley, R. (1968). Stimulation of verbal interaction between 
disadvantaged mothers and children. American Journal of Orthopsychiatry, 38. 
116-121. 
Lightfoot, S.L. (1978). Worlds apart: Relationships between families and schools. New 
York: Basic Books. 
Lincoln, Y.S., & Guba, E.G. (1985). Naturalistic inquiry. Beverly Hills, CA: Sage. 
Litwak, E., and Meyer, H.J. (1974). School, family, and neighborhood: The theory and 
practice of school-community relations. New York: Columbia University Press. 
Locke, L.F. Research on Teaching seminar at UMASS. Spring, 1988. 
Lortie, D.C. (1975). Schoolteacher. Chicago: University of Chicago Press. 
Manicom, A. (1984). Feminist frameworks and teacher education. Journal of Education, 
166, 77-88. 
Marjoribanks, K. (1979). Families and their learning environments: An empirical 
analysis. London: Routledge/Kegan Paul. 
Mathinson, S. (1988). Why triangulate? Educational Researcher. March, 13-17. 
McDill, E.L., & Rigsby, L. (1973). Structure and process in secondary schools: The 
academic impact of educational climates. Baltimore: Johns Hopkins University 
Press. 
McPherson, G.H. (1972). Small town teacher. Cambridge, MA: Harvard University 
Press. 
Mead, G.H. (1934). Mind, self, and society. Chicago: University of Chicago Press. 
Merriam, S.B. (1988). Case study research in education: A Qualitative Approach. San 
Francisco: Jossey-Bass. 
Merton, R.K. (1968). Social theory and social structure. New York: Free Press. 
Mirtoff, 1.1. (1974). The subjective side of science. Amsterdam: Elsevier. 
Mynatt, C.R., Doherty, M.E. & Tweeney, R.D. (1977). Confirmation bias in a simulated 
research environment: An experimental study of scientific inference. Quarterly 
Journal of Experimental Psychology, 29, 85-95. 
Pallas, A.M., Natriello, G., and McDill, E.L. (1989). The changing nature of the 
disadvantaged: Cultural dimensions and future trends. Educational Researcher. 
18(5), 16-22. 
Parsons, T. (1959). The school class as a social system: Some of its functions in 
american society. Harvard Educational Review, 29, 297-318. 
204 
f 
Patton, M.Q. (1980). Qualitative evaluation methods. Newbury Park, CA: Sage 
Publications. 
Payne, S.L. (1951). The art of asking questions. Princeton, New Jersey: Princeton 
University Press. 
Penetito, W. T. (1981). Maori parental participation in the education system: Beyond the 
outward embrace. Paper presented to the Joint NZARE-AARE Special Interest 
Seminar, Palmerston North, New Zealand. 
Phillips, S. D., Smith, M. C., and Witte, J. (1985). Parents and schools. Staff Report to 
the Study Commission on the Quality of Education in the Metropolitan Milwaukee 
Schools. Milwaukee, WI: Milwaukee Schools. 
Piaget, J., and Inhelder, B. (1969). The psycology of the child. New York: Basic 
Books. 
Popper, K.R. (1962). Conjectures and refutations: The growth of scientific knowledge. 
New York: Harper & Row. 
Power, TJ. (1985). Perceptions of competence: How parents and teachers view each 
other. Psychology in Schools, 22, 68-78. 
Reynolds, A.J. (1992). Comparing measures of parental involvement and their effects on 
academic achievement. Early Childhood Research Quarterly, 7, 441-462. 
Rich, D. (1985). The forgotten factor in school success. Washington, DC: Home and 
School Institute. 
Rich, D. (1987). Teachers and parents: An adult-to-adult approach. Washington, DC: 
National Education Association. 
Rich, D. (1988). Bridging the parent gap in education reform. Educational Horizons, 66, 
90-92. 
Sarason, S.B. (1982). The culture of the school and the problem of change. Boston: 
Allyn and Bacon, Inc. 
Sarason, S.B. (1991). The predictable failure of educational reform. San Francisco: 
Jossey-Bass Publishers. 
Sasser, K. (1991). Parental involvement in schools: Reluctant participants do not equal 
uninterested parents. Paper presented at the Mid-South Educational Research 
Association. (ERIC Document Reproduction Service No. ED 341 170). 
Schaeffer, E.S. (1979). Enhancing competence in the classroom: A developmental 
perspective. Paper presented at the Conference on the Human Dimension of 
Education in Albuquerque, New Mexico. 
Seidman, I.E. (1991). Interviewing as qualitative research. New York: Teachers College 
Press. 
205 
Shutz, A. (1967). The phenomenology of the social world. (G. Walsh & F. Lenhert, 
Trans.). Chicago: Northwestern University Press. 
Sinclair, R. and Ghory, W. (1981). Parents and teachers together: Directions for 
developing equality in learning through environments in families and schools. In 
R. Sinclair (ed.), A two-way street: Home-school cooperation in curriculum 
decision making. Boston: Institute for Responsive Education 
Sinclair, R.L. and Ghory, W. (1992). Marginality, community, and the responsibility of 
educators for students who do not succeed in school. In H.C. Waxman, J.W. de 
Felix, J.E. Anderson & H.P. Baptiste, Jr. (Eds.), Students at risk in at-risk 
schools. Newbury Park, CA: Corwin Press, Inc. 
Skeels, H. (1966). Adult status of children with contrasting early life experiences: A 
follow up study. In Monographs of the Society for Research in Child 
Development. (Vol. 31). Chicago: University of Chicago Press. 
Spitz, R.A. (1965). The first year of life. New York: International Universities Press. 
Spock, B. (1947). Baby and child care. New York: Pocket Books. 
Stendler, C.B. (1950). Sixty years of child training practices. Journal of Pediatrics, 36, 
122-34. 
Stevenson, D., & Baker, D. (1987). The family-school relation and the child's school 
performance. Child Development, 58, 1348-1357. 
Strader, W.H. (1986). Parent involvement practices in day care: Perceptions of directors 
and parents. (Doctoral Dissertation, University of Massachusetts, 
Stryker, S. (1980). Symbolic Interaction Theory.. In Encyclopedia of Sociology. E.F. 
Borgatta & M.L. Borgatta (eds.) New York, N.Y.: MacMillan. 
Stryker, S. (1992). Symbolic interaction theory. In E.F, Borgatta & M. L. Borgatta 
(Eds.), Enclclopedia of Sociology. New York, N.Y.: Macmillan Publishing Co. 
Swap, S.M. (1990). Comparing three philosophies of home-school collaboration. Equity 
and Choice, 6, 9-19. 
Swap, S.M. (1990). Parent involvement and success for all children. Boston, MA: 
Institute for Responsive Education. 
Tyler, R. (1989). Roles of parents in their children's education. Amherst, MA: Coalition 
for School Improvement. 
U.S. Bureau of the Census, Current Population Reports, Series P-20, No. 447, 
Household and family characteristics: March 1990 and 1989. Washington, DC: 
U.S. Government Printing Office. 
206 
Vopava, J. and Royce, J. (1978). Comparison of the long-term effects of infant and 
preschool programs on academic performance. Paper presented at the Annual 
Meeting of the American Educational Research Association in Toronto. 
Waller, W. (1932). The sociology of teaching. New York: Russell & Russell. 
Weber, M. )1947). The theory of social and economic organization. New York: Oxford 
University Press. 
Weikert, D. P. & Lambie, D. Z. (1969). Ypsilanti-Carnegie infant education project: 
Progress report. Ypsilantie, MI: Ypsilanti Public Schools, Department of Research 
and Development. 
White, K.R., Taylor, M. J., & Moss, V.D. (1992). Does research support claims about 
the benefits of involving parents in early intervention programs? Review of 
Educational Research, 62, 91-125. 
Williams, D. L. (1984, October). Parent involvement in education: What a survey reveals. 
Paper presented at the National Coalition of Title 1 Chapter 1 Parents In-Service 
Training Conference, Crystal City, VA. 
Williams, D.,& Stallworth, J. (1983/4). Parent involvement in education project. Austin, 
TX: Southwest Development Laboratory. 
Zeldin, S. (1990). The implementation of home-school-community partnerships: Policy 
from the perspective of principals and teachers. Equity and Choice, 6, 56-63. 
207 
U OF MASS / AMHERST LIBRARY 
Ways Teachers Work With Parents 
by 
Robert R. Putnam 
Spring 1993 
Dear Colleague, 
Thank you for helping with this important research. The National Coalition is interested in 
finding out the various ways you work with parents of the students you teach. Your answers to the 
following questions will help us understand how you collaborate with parents, the purposes you hope to 
accomplish, and your thoughts about the effectiveness of your work. Also, we would very much 
appreciate your recommendations for improving teacher/parent collaboration. 
Please understand that there are no correct answers to the following questions. We are simply 
trying to fmd out what you are doing to involve parents in the life of the school and the learning of their 
children. We will take the information provided by K-3 National Coalition teachers from across the 
country and write a report that may be useful to you and your colleagues. A summary of the report will 
be sent to your school for your consideration. 
Please place the completed questions in the envelope provided and return it to your principal 
at your earliest convenience. Your principal will then send all responses to the National Coalition 
headquarters in Amherst, Massachusetts. Of course, all responses are confidential. In fact, we do not 
even ask you to sign your name. Again, thanks for all your help. 
Sincerely, 
Robert R. Putnam 
Research Associate 
Teacher Information 
Please answer the following two questions about your teaching experience. 
How many years have you taught? 
_ years. 
Please check the grade level you are presently teaching? 
() Kindergarten () First grade () Second grade () Third grade 
Turn the Page 1 
Priority Practices 
What do you consider the three (3) top priority practices that you used this year to work 
with the parents of your students? Describe each practice and explain your purpose for 
doing it. Next, please check the percentage of parents you tried to reach with the practice. 
Finally, check the effectiveness of the practice with the intended group. 
Example 
PRACTICE PURPOSE What 
Percentage 
Of Parents 
Did You Try To 
Reach? 
How Effective 
Was It With 
These Parents? 
At the lepxeutincj, of the. yeaA, 9 took 
two- weeki. to vilit the. homei, oj 
each o f the childne*t in my claLL 
9 uilited the homei. to in^otim the. 
pasienti. tkat 9 need theisi kelp, and 
that 9 am aoailaUe to them. Alio, 
9 make luicti to leaAn mole ahout 
the home eeioinonmenL 
( ) About 25% 
(v)About 50% 
( ) About 75% 
( ) About 100% 
( ) Not Effective 
( ) Somewhat Effective 
(i)i^ffective 
( ) Very Effective 
Please list your three (3) priority practices. State the purpose for each priority, note the 
percentage you tried to reach, and the effectiveness. 
PRACTICE PURPOSE 
What 
Percentage 
Of Parents 
Did You Try To 
Reach? 
How Effective 
Was It With 
These Parents? 
( ) About 25% ( ) Not Effective 
() About 50% ( ) Somewhat Effective 
() About 75% ( ) Effective 
( ) About 100% ( ) Very Effective 
( ) About 25% ( ) Not Effective 
( ) About 50% ( ) Somewhat Effective 
( ) About 75% ( ) Effective 
( ) About 100% ( ) Very Effective 
( ) About 25% ( ) Not Effective 
( ) About 50% ( ) Somewhat Effective 
() About 75% ( ) Effective 
() About 100% ( ) Very Effective 
2 
II OF M&SSIMMST UBRAR1 Possible Practices 
Below is a list of possible practices that teachers may use to work with the parents of their 
students. Please circle yes or no to those practices that you have personally used during 
the current school year to work with the parents of your students. If you circle yes. p eas<^ 
place a check next to the percentage of parents you tried to reach. Then place a check next 
to the effectiveness of the practice with the intended group. 
Example 
PRACTICE \ What Percentage Of Parents 
Did You Trv To Reach? 
How Effective Was It With 
These Parents? 
Did you visit with fathers in the workplace? 
(yes) 
no 
( ) About 25% 
(tf\bout 50% 
( ) About 75% 
() About 100% 
( ) Not Effective 
() Somewhat Effective 
(Cf' Effective 
() Very Effective 
Please mark the following items. 
PRACTICE 
What Percentage Of Parents II How Effective Was It With 
Did You Trv To Reach? II These Parents? 
Did you visit the homes of your students in your 
capacity as a teacher? 
yes 
no 
( ) About 25% 
( ) About 50% 
( ) About 75% 
( ) About 100% 
( ) Not Effective 
( ) Somewhat Effective 
() Effective 
( ) Very Effective 
Did you have school mandated parent/teacher 
conferences? 
yes 
no 
( ) About 25% 
( ) About 50% 
( ) About 75% 
() About 100% 
( ) Not Effective 
( ) Somewhat Effective 
() Effective 
( ) Very Effective 
Did you have a conference other than the school 
mandated conferences with the family of any of 
your students? 
yes 
no 
( ) About 25% 
( ) About 50% 
( ) About 75% 
( ) About 100% 
( ) Not Effective 
( ) Somewhat Effective 
() Effective 
( ) Very Effective 
Did you send class newsletters to the families of 
your students? 
yes 
no 
( ) About 25% 
() About 50% 
( ) About 75% 
( ) About 100% 
( ) Not Effective 
( ) Somewhat Effective 
() Effective 
( ) Very Effective 
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Did you send portfolios of student work to the 
families of your students? 
yes 
no 
( ) About 25% 
( ) About 50% 
( ) About 75% 
() About 100% 
( ) Not Effective 
( ) Somewhat Effective 
() Effective 
() Very Effective 
Did you send home evaluations other than report 
cards? (notices of good or bad behavior, achievement, or 
problems) 
yes 
no 
() About 25% 
( ) About 50% 
( ) About 75% 
( ) About 100% 
( ) Not Effective 
() Somewhat Effective 
() Effective 
( ) Very Effective 
Did you have any of your students keep a journal 
that went back and forth between home and 
school? 
yes 
no 
() About 25% 
( ) About 50% 
( ) About 75% 
( ) About 100% 
() Not Effective 
() Somewhat Effective 
() Effective 
() Very Effective 
Did you assign homework that had to be 
acknowledged by the parents? 
yes 
no 
( ) About 25% 
( ) About 50% 
() About 75% 
( ) About 100% 
( ) Not Effective 
( ) Somewhat Effective 
() Effective 
( ) Very Effective 
Did you write letters intended for all the families 
in your class? 
yes 
no 
( ) About 25% 
( ) About 50% 
( ) About 75% 
( ) About 100% 
( ) Not Effective 
( ) Somewhat Effective 
() Effective 
() Very Effective 
Did you write individual letters home to any of the 
families? 
yes 
no 
( ) About 25% 
( ) About 50% 
( ) About 75% 
( ) About 100% 
( ) Not Effective 
( ) Somewhat Effective 
() Effective 
( ) Very Effective 
Did you have informal hallway conferences with 
family members before, after, or during school? 
yes 
no 
( ) About 25% 
( ) About 50% 
( ) About 75% 
( ) About 100% 
( ) Not Effective 
( ) Somewhat Effective 
() Effective 
() Very Effective 
Did you make telephone calls to any of the parents 
of your students? 
yes 
no 
() About 25% 
( ) About 50% 
() About 75% 
( ) About 100% 
( ) Not Effective 
() Somewhat Effective 
() Effective 
() Very Effective 
Did you educate parents as to how they could 
assist their children in school work? 
yes 
no 
( ) About 25% 
( ) About 50% 
() About 75% 
( ) About 100% 
( ) Not Effective 
( ) Somewhat Effective 
() Effective 
( ) Very Effective 
Did you explain your curriculum to the families of 
your students? 
yes 
no 
() About 25% 
( ) About 50% 
( ) About 75% 
() About 100% 
( ) Not Effective 
( ) Somewhat Effective 
() Effective 
( ) Very Effective 
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Did you ask parents to perform any activities at 
home that supported your curriculum? 
yes 
no 
() About 25% 
() About 50% 
( ) About 75% 
( ) About 100% 
() Not Effective 
() Somewhat Effective 
() Effective 
( ) Very Effective 
Did you work with parents on developing more 
effective parenting skills? 
yes 
no 
( ) About 25% 
() About 50% 
() About 75% 
( ) About 100% 
() Not Effective 
( ) Somewhat Effective 
() Effective 
( ) Very Effective 
Did you conduct a survey to find out how you 
could use parents in your classroom? 
yes 
no 
() About 25% 
( ) About 50% 
( ) About 75% 
() About 100% 
( ) Not Effective 
( ) Somewhat Effective 
() Effective 
( ) Very Effective 
Did you have parents visit your classroom to 
observe? 
yes 
no 
( ) About 25% 
( ) About 50% 
( ) About 75% 
( ) About 100% 
() Not Effective 
( ) Somewhat Effective 
() Effective 
( ) Very Effective 
Did you involve the parents of your students in 
your classroom? 
yes 
no 
() About 25% 
( ) About 50% 
( ) About 75% 
( ) About 100% 
( ) Not Effective 
( ) Somewhat Effective 
() Effective 
( ) Very Effective 
Did you intentionally gather data on the families 
of your students? 
yes 
no 
( ) About 25% 
( ) About 50% 
( ) About 75% 
( ) About 100% 
( ) Not Effective 
( ) Somewhat Effective 
() Effective 
( ) Very Effective 
Did you include the parents of your students in 
decision making about activities in your 
classroom? 
yes 
no> 
( ) About 25% 
( ) About 50% 
( ) About 75% 
() About 100% 
( ) Not Effective 
( ) Somewhat Effective 
() Effective 
( ) Very Effective 
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Possibly you work with the families of your students in ways not mentioned ab°ve- ^ s0 
please write the additional practices and purposes in the spaces pro e e 
| PRACTICE What Percentage Of Parents Did This Practice Reach? 
How Effective Was It With 
These Parents? _ 
( ) About 25% 
() About 50% 
() About 75% 
( ) About 100% 
( ) Not Effective 
() Somewhat Effective 
() Effective 
( ) Very Effective 
() About 25% 
( ) About 50% 
() About 75% 
() About 100% 
( ) Not Effective 
( ) Somewhat Effective 
() Effective 
() Very Effective 
Building Better Parent-Teacher Collaboration 
Your ideas about how parents and teachers can collaborate are important. Please list your 
recOTmerutetlons for helping parents and teachers work together even more effectively. 
Recommendation 1 
Recommendation 
Recommendation 3 
Thank you for your help. 
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